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PRINCIPAL'S FOREWORD

The report that follows is an attempt to assess the progress of
John Adams High School and to present enough of the data on which this
assessment is based to enable others to engage with us in a discussion
and examination of this assessment. Because this report has been pre-
pared by our own research staff, it inevitably reflects our own values
and biases about the role of public schools in a democratic society,
and thus about which kinds of evidence are more important than others in
assessing our progress.

Although the general goals of Adams High School are discussed in
the opening section of this report, it might be useful here to make
explicit some of the basic assumptions and premises on which the school
was founded.

Ve believe that the schools are the single most important public
inatitution in a free society; and the single best gauge of the health
of th2% society. Because schools and society are interdependent, it
ig difficult to consider the present state of fAmerican education with-
out also discussing the condition of the larger society.

e believe that American society is in a profound state of crisis,
a crisis precipitated by factors too numerous #@nd complex to be com-
pletely elaborated here. At the root 6f the crisis, however, is our
failure to anticipate (and therefore be able to cope with) the conse-
quences of change. .

J. Robert Oppenheimer once wrote that cnange is the one thing that
is constant and predictable in the twentieth century world; as we pre-
pare students to move into the twenty-first century, this observation
should prove ever. more accurate. Change is the essential fact of
American life today. Our national genius for scientific and techno-
logical progress has succeeded in creating a world that in crucial ways
is mnearly out of cur control. Our very survival as a people depends upon
our ability to apply the new technology to rational and humane ends.

It is our view that the primary mission of public education today
is to prepare students to cope creatively with the forces of change.
This means that the séhools themselves must reflect a continuing com-

mitment to look analytically at their own structure and values-in order



to maintain a climate vhere the focus is continually on change. Adams
High Sclicol has as its explicit mission o be a center for the continuing
study and generation of educational change. T

The implications for schools are substantial. We must educate
students for action, for enlightened problem solving. Ve must turn
out students who have learned how to learn new knowledge and skills.

We need to develop skills of adaptability, flexibility, and openness to
change. We need to train students to be independent and self-directed,
and yet be able to function as part of a problem solving group. It is
these skills that Adams is seeking to teach its students. This year-end
report indicates our first steps along the way.

The rroblems inherent in attempting o evaluate the effectiveness of
a school as complex and experimental as Adams are enormous. The most
critical questions we should ask of a schqol have to do with the quality
of life its graduates lead, and these questions can only be answered
over time. This report is intended as the first in -a continuing series
we hope to issue, and one of our research goals is to follow our graduates
as they proceed into further education or the work force in order to
determine the long-term effects of the school.

Of the short-term kinds of questions that this report addresses,
the most detailed, interesting, and significant findings have to do with
the kinds of attitudinal changes the school has brought about in its
students. We telieve that theée findings are important for at least
two reasons. First, there is a tendency in most educational research
to attempt to measure only what is most easily quantifiéble, and thus
there is a disproportionate emphasis to achievement test scores.
Academic achievement is certainly one important criterion of a school's
effectiveness, but it is not the only criterion. Most schools share
our concern with helping students to grow in such areas as social
regponsibility, interpersonal relations, respect for cultural and
racial differences, and the develorment of a sense of identity, and we
hope that other schbols will follow our lead in collecting data from
students and parents on these crucial questions.

The’second argument for emphasizing the importance'of changing
student attitudes is the close relationship between attitudes and

achievement. It is our contention that such educaticnal critics as

ii



Paul Goodman, Edgar Friedenberg, and John Helt have been essentially

correct in their view that the overall climate or atmosphere of a

school may have a stronger effect on student learning than the formal

curriculum. © Unless students feel good about themselves and believe

they can have somevimpact on the school environment, it is unlikely

that they will be able to devote their best energies to classroom work.
One final word: this report is more candid than most such reports

on the differential impact of the school on black and white students.

If our schools and our society are to make faster progress in the area

of race relations, we musi develop the habit of describing things as

they are, not as we would like them to be. We are proud of the progress

we have made at Adams in developing a truly integrated school, but this

report reveals that we have much work to be done. In this, as in all

other areas of this school, we believe that rrogress can only come after

the frank recognition of problems. The value of this report, and of our

commitment to ongoing evaluation at Adams, is to help us identify

problems so that we can mobilize our resources intelligently in order to

find effective solutions.

iii



THE GQiLS OF ADAMS HIGH SChOCL

INTRODUCTION

The report which follows, though entitled First Year Report

of John Adams High School, is by no means a complete report of the

events of the first year. The report was compiled by the Research
and Evaluation seétion of the Clinical Division, and as such is
oriented toward the presentation and interpretation of systemati-
cally collected "hard" data. Either because developments have

not yet existed long enough to permit careful study, or because
sufficient manpower was not available for their study, many of what
we intuitively think were the most interesting and exciting devel-
opments at Adams are not reported here.

Such events are best described in personal case studies or nar-
rative accounts of the experience of being at Adams. These im-
pressionistic and personal reports are necessary for the full under-
standing of the impact that the school has had upon those who have
participated in its first year; though they were not appropriate
" for inclusion here, we have been collecting such reports from faculty
and students, and will make them available in the future. We
anticipate that the key insigh?ts from such accounts will provide
the basis for systematic studies to be presented in subsequent
year-end reports.

ithile the section below is written in the past tense, since
it, describes the goals we sought to implement last year, it should
nof be assumed that these,goais no longer pertain. On the contrary,

we continue to seek ways to realize them this year.

GO LA xR 0

- e e .

The primary goal of Adams High School was to provide an educa-
tional experience relevant to the needs and interests of all adol-
escents, regardless of their intentions to pursue .further formal edu-
cation. Some essential aspects to the notion of relevance are that

students would learn esponsible and personally fruitful management
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of their own time and resources; that they would develop the capa-
city to make choices; and that they would accept ultimate respon-
sibility for their own educational experiences.

To support this goal, the curriculum of Adams High School was
intended to provide a wide variety of course choices, both in and
out of school, including the opportunity for a student to develop
his own educational program, and to maximize the opportunity for
student responsibility by insisting that the student make choices.
The one required course of study, General Education, was td be an
interdisciplinary, problem-centered course of study which also pro-
vided much opportunity for student choice, énd responsibility.

The commitment to fundamental democratic prineiples and the
development of a capacity to work within those principles to effect
environmental change was seen as an equally important goal for
students. To support this goal Adams strove to create a school
environment baszd on fundamental democratic principles: that the
basic rights of ail individuals would be respected in the school
society, and that those affected by any decision would partici-
pate in, and share responsibility for, that decision.

_ A third major goal was that students should experience and
explore a fuller range of human relationships than is typical in
schools. Adams sought to create an atmosphere which would make
possible the enjoyment of relationships between young people and
adults which were less formalized, rigid, and hierarchical than the
typical student-teacher relationship; which would expand the usual
roles of students and teachers to include mutual respect, genuine
concern, and friendship. -

To support this goal, students in most instructional experiences,
particularly General Education were heterogeneously grouped in
terms of ability, race, sex, and age; and time was provided for a
variety of informal contacts and groups. Adams also abandoned many
of the traditional school rules which created artificial barriers
between adults and students.
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GOALS FOR TEAqggﬁg

The goals of Ldams High School with respect to teachers were
quite naturally closely intertwined with its goals for students.
The primary goal was to enable teachers to grow, both as persons
and as teachers, through their work at Adams. To support this goal
Adams sought to create an adult community within the school char-
acterized by: active participation in decision-making; open ex-
change of experiences and information; constructive response to
criticism from any member of the school community, whether colleague
or student; commitment to the continuing analysis and evaluation
of all activities; the development of open and productive working

relationships, particularly in team situations.

GOALS FOR TRAINING

The training component of Adams was designed to support the
premise that adults too must be learning and growing within the
school context if they are to have the capacity to enable students
to learn and grow. The basic axiom of the training conponent was
that the most effective preparation for any occupation occurs
when the trainees perform specified tasks, under expert supervi-
sion, in the actual work setting. The intent of the training pro-
grams was to provide systematic, field-centered training programs
for personmnel at all levels of educational cempetence. Programs
should provide the pre-service training necessary for novices to
qualify for vocational roles in schools, and the in-service train-
ing to permit movement from one level of the staff hierarchy of the
school to another.

Adams strove to create a training program in which trainees
could observe, analyze, and practice the skills requisite for func-
tioning'withiﬁ a professional role; and one in which the certifi-
cated‘staff would act as models for trainees, thereby analyzing and

improving their own professional practices.
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GOALS FOR RESEARCH AND EVALUATION

The fundamental goal of the research and evaluation component
was to dévelop the requisite procedures and support to insure that
ultimately the effectiveness of every activity of Adams could be
determined as part of the routine functioning of fhe school.

Thia goal implies that all decisions made in the school should be
based, as far as possible, on systematically collected data.

Since many of the other goals of Adams involve choices and deci-
sions, the research and evaluation component is best seen as a
mechanism to support these goals. The intention was that careful
inquiry into the nature of teaching and learning become an accepted

part of the professional commitment of all members of the staff.

GOALS WITH RESPECT TO THE COMMUNITY

One of the basic aims of the school was to invclve the community
actively in the formal education of its children. " In support of
many of the other commitments to diversity of experience and in-
creased choice, parents were to play a viable role in affecting
the policies of-the school; the resources of the community were to
be brought into the school; and the boundaries of the instructional
activities of the school were to be extended into the commnity.

Tn addition Adams had certain goals with respect to a parti-
cular outside community: the school district itself. These were
to become a center for training personnel in special or advanced.
skills and competencies for the district, and a center for educa-
tional experimentation where pilot programs could be implemented

and evaluated before they were adopted by the district as a whole.




DESCRIFTION OF THE SCHOOL: 1969-70

This section is intended to provide g broad descriptive over-
view of the structures in the school and the range of activities
pursued last year, to serve as a framework for the understanding of

the evaluation sections to follow.

John Adams High School is more than an ordinary high school.
It is premised on the notion that it is both possible and desirable
to create a single institution--the school itself--in which various
aspects of education and educational change can be integrated. These
aspects include the instruction of students, the development of curric-
ulum, pre-service and in-service training of education personnel at
all levels, basic and applied research, and dissemination. & school
incorporating all these elements becomes more than a school; it be-
comes the unit for educational change. This is the aim of Adams High
School. ' '

4 description of each of these aspects, as they existed at Adams
in 1969-70, follows. '

THE INSTRUCTION OF STUDENTS

Composition of the Student Body and Staff

Approximately 1250 students, in the freshman, sophomore and
junior classes, attended John Adams in 1969-70., About 20% were
black, and the range of socioeconomic backgrounds of the student body
as a whole was extremely wide, with a fairly high proportion of students
coming from poor families--Adams was named a Title I school. The
school served a broad . gepgraphic area, with students coming from
the inner city as well as rural areas north of Portland. The district
included sections of what previously had been the Jefferson, Madison
and Grant districts. The staff, selected especially for Adams, was
largely drawn from teachers in the Portland area, and consisted of 79

certificated teachers and administrators, 16 aides, 14 secretaries,
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~47 full-time trainees, as well as the custedial and food service

staffs.

In an attempt to alleviate the feelings of impersonality and
anonymity which can result in a schocl as. large as Adams, the student
body was randomly divided into 4 smaller groups, or subschools, called
Houses. The counseling, student accounting and reccrdkeeping, and
General Education programs were conducted within the liouses. Each
House was led by a Curriculum Associate, a new career position for
teachers, with responsibilities for administration of the House and
curriculum leadership in the development of General Education. Iwo
teams of teachers, made up of four certificated and four noncertificat-
ed adults, and led in day-to-day implementation of curriculum by two
Team Leaders, (another new position), were directly responsible for
the teaching of General kducation to the approximately 312 students
in the House. About itwo-thirds of the staff was responsible for

curriculum in the elective programs outside of the House, though

each teacher had at least nominal membership in one of the Houses.

After a year's trial of the House system, its advantages were
outweighed by its costs in terms of the inevitable administratiVe
complexity and duplication of labor which accompanied decentralization.
In addition, with the increase in numbers as Adams gained a senior
class, the House threatened to become too large., Therefore, the
four Houses were replaced in 1970-71 with seven instructional teams,

and student accounting and record keeping were centralized to one office.

The School Curriculum

General Education

General Education was a non-graded course of study that gave
students the content of the required courses of English, social
studies, basic mathematics, and general science, but with a radi-
"cally different classroom approach. The course was taught by inter-
disciplinary teams of teachers and required approximately half of

a student's class time. Rather than engaging in the systematic
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study of the various disciplines, the focus of General rducation

wasS on the solution of relevant problems, Students might address
themselves to problems ranging from developing the skills necessary
for finding and keeping a good job, to the problem of solving the
racial tensions existent within the school, or the city, or pos—
sifly to the problem of developing a strategy for stopping the pulp
mill pollution in the.Willamette Valley of Oregon. An adequate So-
lutie to any of these problems required that the student probe the
content of, and learn the skills'appropriate to, several of the tra-

Aditicral disciplines.

Students evaluated their own progress through the maintehance
of personal journals, which made up a required part of their course
_ of study. iIndependent study, student-initiated projects, and tutor-
ing programs were encouraged, and students frequently participated

actively in teacher planning sessions.

Skill development, for the student with deficiences or for the
student seeking to polish a particular talent, was addressed in Gen-
eral Education, and adjunctively through resource center programs
in reading, writing and mathematics. These programs, developed and
implemented by certificated teachers and aides, provided small group

and individual skills instruction on a full-time basis.

This instruction, while providing the foundation for a skills
program, was not sufficient to meet the needs of many Adams stu-
denta, Therefore, the skills program has been much augmented for 1970~
71, and the curricqlum more systematically developed, building upon
the beginning made by_the resource center programs. In 1970-71, the

basic skills program will be required rather than recommended.
The Elective Program

Adams offered the full range of elective courges one would

expect in a completely equipped modern comprehensive high school.
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The Industrial ..ducatic» 're especially varied, ana on
a level which would & 0 skills in many areas, PRecause
of the extensive equdip.. e Industrial rducation wing, anu the

instructional abilities of the staff, the school served as a vocation-

al training center for other North area high schools.,

Flexibility and student involvement were as consistently sought
in the elective program as they were in General ..ducation. Students
were encouraged to pursue areas of special intereét, whether small
group discussion of group dynamics or a one%to—one tutorial in com-
puter mathematics. Some electives provided opportunities for school

and community service, as well as job experience.

Six~week "mini" courses were offered, as a way of providing
variety and encouraging exploration in unfamiliar subject areas.
These were enthusiastically received, and a few students initiated

and taught minicourses, under the supervision of a teacher.
The Mobile School

Developed as a pilot program the Mobile School served sixty,
self-selected students as an alternative to the General Education
program. Not designed for the academically poor student alone, it
did seek to develop an. educational experience that met the needs
and interests of a broad variety of students who found school total~
ly irrelevant to their lives., The Mobile School was also intended
to develop and refine a curriculum based on the view that the ed-
ucation of youth is truly a community affair; it used the resources
of the community not only for the basic substance of the curriéulum
but also for a substantial amount of the instruction. Students travel-
ed by bus into the community for a series of field study experiences,
-which focussed upon contemporary social-political problems. The pro-~

grem had to be discontinued before the end of the year because of lack
of, funding.



Counseling and Special Programs

The Guidance and Counseling pra m was an integral part of
the operation of each House. Each of the four counselors was attach-
ed to ohe of the Houses, and worked closely with the Curriculum Asso-
ciate. Counselors' offices were decentralized to insure pfoximity to
the House, and counselors participated in curriculum plamning meetings
of General fducation teachers, which in most cases increased coopera-

tion between teachers and counselors.

Counselors were encouraged to take active roles in the instruc—
tion of students in those areas in which they had expertise, and
several group counseling classes sprung up under the direction of
counselors., Though Adams had no senior class, the college counseling
.program, under the direction of one half-time college coordinator,
was active, and included college visitations and an evening forum for
parents. The Guidance department also undertook training responsire
bilities as two counseling interns were trained under the supervision

of experienced counselors.

The Adams =taff included one full time Social worker, and &
full time ceommumity agent, and they worked very closely with the

counselors and Zizviculum Associates.

Special programs included Special Achievement, which served
approximately 20 young people, and a program for deaf.studénts, which
served épproximately 12. There was very close cooperation between
the teachers of these programs and those from the regular programs;
joint use of faeilities, with combined classes, were-frequently plan-
ned and several students from the regular program worked as assistants

to the teacher of the deaf.

The School Enviornment

Student responsibility
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an assumption of the administration of Adams was that the in-
struction of students should not be limited to classroom instruction.
On the contrary, the expectation of active participatioﬁ in the school
as a democrati- munity, the social experiences provided by a racial-
ly and ecor. .ica! .xed student body, and the expectation that stu.-
denits could and si uld take increasing responsibility for their own _
educational development were intended to be as instructive as the for-

mal.curriculunm.

Students at Adams wére therefore permitted a great deal more
freedom of general movement and control over personal educational
decisions than is typical. For example, during a student's unassign-
ed time he could visit a class, make use of one of the several re-
source centers, work on an indi-ridual project for credit, or relax
in the student lounge or the park. Students were expected to attend
their zlasses, and fhose who did not éttend regularly forfeited class
credit,. bﬁt the general =ttitude of the schaml staff was to take as
nonpuritive a stance towz~d attendane and mizor discipline problems
as practicable. Conferzmzszes with the troubi=d student and his parents,
counsefiing help, and flezx—hility in arrangims his class schedule were
methodsrused to help students cope with attendance problems far more
than s=spension from school. Students who showed no improvement in
their =%tendance patterns were referred to the Jjuvenile court, but

only =%ter other approaches had failed.

“Smege unusual responsibilities for self-governance put a heavy
burd=mpon the students, and the process of learning to manage free-
dom w== painful for many, though only a very few students did not re-
spond To the challenge. Because students were expected to take re-
sponsitility for their owm actions, teachers at adams were not gen-
erally regarded as law-enforcers. Perhaps because of this, relation-.
shipSThetween teachers and students were a remarkable aspect of the
school climate. They were almost universally friendly, informal, and
warm. Many teachers and students prized these relationships as deeply

rewarding new experiences.
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School Governance

While the ultimate responsibility for the operation of the
school rested with the principal, 4dams developed a form. of zovern-
A . insured widespread invc|vement of students, teachers, and
awninistrators.e It was made up of an execdiive branch, the Admin-
istrative Cabinet, and a pi-cameral legislative body, the Faculty

Senate and the Stﬁdent Senate.

The Cabimet included the principal, vice-principal, program
coordinators (research, teacher training, social services, vocational

education, ES '70) and Curriculum Associates.

The Faculty Senate was compriscd of 15 members, elected from
the teaching staffs of all four Hous=s, and from the secretarial,
custodial, ant: fomdc services staffs. ~rainees, though empowered wo
vote, were nctelisible to serve as taer Uy senators. The term of
office for semators was 2 yearé,,and - lenate elected a President
from among its members. Scme adjustms . were made during the y<ar

to insure representztion from all areas of the school.

The Student Senate was a body of 40 students, 10 elected from
each of the Houses, to represent that ilouse. The President of the
Student Senate was elected by the student body at large, and the group

was advised by tiwe Activitims Director.

' &s the year progressed, it became apparent that this system was
flawed in many respects. The student senate consumed a great deal
of tine with internal quarreling, and by the end of the year had be-
come virtually powerless, as the quorum necessary for a vote was
seldom present at meetings. Tension betﬁeen the faculty senate and
cabinet was fairly extreme, withAcdnfusion and conflict about what
constituted the proper ipurview of each group, exacerbated by difficul-
ties in communication, It began to appear that the existence of sep-

arate groups tended to accentuate differences and bases for conflict,



as th= =roups tended to react against each other rather to find

ways T~ mooperate. As an attempt to facilitate cooperation and com-
munie=ifo, the Principal's Council was established by. the frincipal,
actinz wron the advice of-a study committee made up of administrators,
studemizs and faculty, and chaired by the President of the Faculty Sen-
ate. THiis council, consisting of representatives of administration

and ik Senates, replaced the Administrative Cabinet.

T=mugh the Prineipal's Council was established too late in the
year—z—rovide a sufficient test of its effectiver=ss, it sesmed to
promz== mrre efficient government than the rrevious: .system, while
stil® ~=miving all constituencies of the school commmnity. The coun-
cil =m==r=lesd a® a clearing house, and determined the appropriate

groums o d=sling with various issues. COther chazmgss in the system

of govexmarice will be required, as the four Houses === been replaced
by .
Commur—iy Relaticns

Commmrity warums =nd Parent advisory Groups

=27z attempt to insure that parens ocinion woulé be reflected
in pols«i; pegarding the instruction of stuments, a serdes of Commun-
ity == . : wes 25tablished. The first was held during the summer be-
fore zzswmol opened, and was followed by foumr others diring the school
‘year. Farum topies included the General cducation program, issues of
studez-—"reedom zmd responsibility, college entrance, and vocational
educzm=zn. The meetings were enthusiastically attend=sd. The usual
form=t w=s a ‘:@ogress report by the prineciral, or a rresentation by

guesT: =mEIkar %, followed by questions and discussionfrom the floor.

Then -rreros wzmally met with the Curriculum sissociate and teachers
from =.  sus® of which their children were members, for small group
diseess: —orn,

wamomf these meetings, Parent Advisory groups for lHouses were
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formed. The parents and teachers from each of the louses met in a
series of evening meetings, usually bi-weekly,whih were arranged in-
dependently, House by House. These served as & valuable opportunity
for exchange of views, conferences around specific problems, and
better communication between parents and teachers. In many casesg,
the House curriculum was directly affected by parental wishes and
advice. These Parent groups supplanted the schoolwide meetings, and

to a large extent also supplanted the schoolwide PTSA.

The Community School

Organized by the Community Agent to serve the adult educationa’
interests 6f the community, the Commuuity 3chool was operated two
evenings a week, and offered a wide —=znge of classes to any interested
adult or young person in the Adams nzighborhood. These courses were
free, with the exception of some feesr Tor materials, and included
sports activities, craft and skill -exzrses, and academic subjects
such as literature and psychology. == staff, made up of regular adams
teachers and an occasional student, wsmEed on a volunteer basis.

This nrogram, primarily designed to === the wider community, also
offered additional opportunities for:.= mms students to take credit-

bearing courses.

The program enjoyed great populz=r: 7y from the very beginning,
and the chronic lack of sufficient £mr.5 was overcome in part by the

dedication of volunteer teachers.

CURRICULUM DEViLOPMENT

An institution desirihg to remat— innovative must be capable
“of the continual generation of new rrograms and procedures, and must
be able to adapt quality programs dew=loped elsewhere to its own set-
ting--Adams attempted both these tasE&s last year.
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General Education

Since many of the Adams programs were experimental, virtually
all instructional personnelwere engaged to some extent in develop-
ing curriculum materials and instructional strategies. This was
particularly true of the General iducation program, which fuccu a
massive curriculum development task. To create a problem-oriented
curriculum which successfully integrated the diverse subjects of
English, social studies, bmmic mathematics, general science, and
health was difficnlt enousks to provide suck a curriculum for groups
of studsmts hetermgeneousiy mixed by race, aze, and ability was enor-
mously mmre diffizult.

Two =f the General Educatiom teachers were relieved from teach-
ing dutims in the middle of the year, and assigned time task of coor-
dinating=nd coll=mting curriculum innovatioms to be used in CGeneral
Educatiom. Not mmiy were these ideas gathered from sources outside
the school itse¥f, but viatile curriculum units developed within the
House tesms were recorded:.and made availsble for adaptation by other
teams. To faciTitate exchange of ideas and mo offer support for the
creativity-reqpimed for—the development of new curricula, a weekly
seminar of General .dueztion teachers was organized, and led by the
two aforementioned teachers. One major accomplishment was the devel-
opment of schoolwide programs which centered upon ecological concerns,

and which culminated in.activities organized for Zcology Day.

Process Curriculum Workshop

Another group of teachers, both General Education teachers ﬁnd
those_from the elective areas, beginning in. January, met on a weekly
basis to devise ways of .incormorating such techriiques as role play
and improvisations into the exrriculum, as well as to explore pos-
sible ways to utilize fantasm, personal feelings of students and the

_social reiationships of cla=sm members with the aim of making the fur-

riculum more relevant to student concerns. This group, called the
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Process Curriculum Workshop, also attempted to deal with the prob-

lems specific to curriculum in the racially integrated classrocms.

Project React

Several Adams staff members were involved in two specific cur-
riculun develppment projects in cooperation with other institutions.
Project REACT, of the Nerthwest iiegional rducational Laboratory, was
designed to develap materials to demonstrate the uses of compﬁter
technology in instructiom and administration, Many materials which
came out of this gproject were developed, tested and revised by Adams

staff members and students.

Vocational Clusters

Through a_grani"from the‘State Department of wducation to
Oregon State University, a mechanical cluster curriculum in testing
and measurements was written and implemented at Adams. This pro-
ject was part of an anticipated continuing curriculum development

effort to individualize the vocational education curriculum.

PRE-SERVICE TRAINING

The focus of the pre-service training »rograms at Adams was to

provide in a school setting training programs for personnel at all

levels of educational competence. This implies for many trainees a
much earlier immersion into the active life of the school than is avail-
able in other models of pre-service training, with a differentiated

patit=rn of assumption of responsibility.

The particulsy training models of the school varied. However,
a1l =adhered tc the —rinciple that the moszt effective preparation
for any cccupatios occurs wken the traineeS'peffofm specified tasks
under expert supervzision, im the actmsi work setting. "In addition,

sinee the core traiming staff members iZizd: joint appointments with




cooperzting universitien; rec mized practicum o 'Soans metls oo
seminars relating directly to the students' classroom experiences wvere
taught at idams. £ clinical training setting was provided in which
trainees observed, analyvzed and practic-d the skills requisite for
assumption of a professicnal role, DMam~ of these trainees occupied
positions of considerable teaching responsibility, while receiving

supervision from more experienced professionals.,

A large part of the preservice program centered in General
Bducation, where supervision in teaching and curriculum development

was provided by the Curriculum Associates and Team Leaders.

The following chart will provide an overview of the training
responsibilities undertaken in 1969-70, and show how the program
was developed for 1970-71.

1969-70 1970-71

Portland State University Student Teachers 29 48
Master of Arts in Teaching: A

Reed 7

Lewis and Clark 2

Portland Urban Teacher Education Project 20 20
Oregon State University ‘

Student Teachers:

Business Zducation 4 18
Home Lconomics 2
Other 2
Students in Residence 8 12
Counselor Interns 2
Administrative Interns 1
New Careerists _ 6
Career COpportunity Program 3
Other Programs
Students from OCE 2

Macalester College 1



Master of Arts in Teaching Program

Ten candidates for the Master of Arts in Teaching degrees
were trained in coordination with heed College, Lewis znd Clark
College, and the Harvard Graduate School of wducaticn. = addition,
two candidates for the Master's degrees in school guiczmey were train-
ed, in cooperation with Harvard and Portland State UrxiwsTzity.
3ince these programs involved colleges which shared =wscrmel ap-
pointments with the school, Adams was able to provide =:imzch more

complete field-based experience than is typical.

Student Teacher Program

This program, which trained 29 student teachers In various
.fields, was implemented in cooperation with Portland Zzate Univer-
sity. Since two of the Adams staff had joint appointm=zrts on the
Portland State faculty, a high degree of cooperation in jprogram

coordination was possible.

Portland Urban Teacher Education Project (B-2)

This training program, funded by a grant under s==ticn B-2
of the Iducation Frofessions Development Act, was sponsor=d jointly
by Adams and Oregom State University. The thrust cf =he mwogram
was to supply needed teaching persormel for ihner city-are=s, and
the majority of the twenty trainees were black. These Trainees,
most of whom held bachelor's degrees, and who had beem:enzmged in
various professions other than teaching, were both =tirac=ed to a
profession sorely needing their spescial skills, and.given the oppor-
tnity to earn certification through this program, Ihe B-2 program
was Adams' most highly developed esxample of how teacher training
can fruitfully be shifted from the University into the schodl, as
the entire program of university level courses leading to hasip
teacher certification was carried on in the school imseif.-- ..~



The Junior Aide Program

In January, 1970, a comprehensive pre-service training sequence
in Vocational education was instituted. Initially the program tirain-
ed prospective industrial education teachers from Oregon State Uni -
versxty. These " junior aides" receive six credit hours of technical
training at Adams, together with six professional credits and three
hours of seminar credit on problems of inner-city schools. In the
spring the vocational training program was expanded to include the
training of student teachers and interns in most of the vocational

areas.

NSERVICE RAINING

The Summer Institute, 1969 !

ey

. Before the school opened its doors in September, the entire
staff was involved for six weeks in an InstltuQE_*}unded Ly the
~ducation frofessions Development Act. It was during this institute
that the demanding tasks of the formation of.teaching teams and ‘the

development of curricula were begun.

Other Inservice Programs

Other inservice programs included those mentioned above under

Curriculum Develo-ment (the General .ducation seminar end Process

Curriculum Workshop), as well as a xace Relations Workshop.

Communications groups, in which all members of the staff par-
ticipated in bay were small (12-15) randomly selected groups, whose
task was to find ways to knit the faculty into closer relationships,
recommend administrative procedures to enhance comrunication, and
dispel rumors. These groups were felt to perform a necessary func-
tion, and many of their recommendations, including continuance of

the groups, were followed.



Consultants, provided for by the EPDAL grant mentioned above,
were brought to the school at various times during the year, and
included Terry Borton (who launched the Process Curriculwa Uorkshop%ani
Ralph lMosher, an Associate Professor from Harvard University. A Fort-
land psychiatrist, Dr. Boverman, contributed his services from time

to time as a comnsultant,

Much inservice consultation was provided by George andersorn and
other members of the Industrial lhanpower Center of Antioch, California.
Their techniques of communication and education, particularly as they
applied to the'education of the disadvantaged and potential dropout,
reached almost every member of the Adams staff, for they workéd with
each of the four Houses and with many classroom groups of students and

teachers as well, on a continuing basis through the spring.

Inservice training has been much expanded for 1970-71. Not
only are some members of the staff being trained as educational re-
searchers and clinical supervisors, communication groups'are being
continued, Team Leaders meet in a weekly seminar, the Process Cur-
riculum Workshop and Race Relations workshops are being continued
and enlarged in saoée, and members of the faculty have begun to devise

new courses.

BASIC AND APPLIED RESEARCH

The various programs undertaken by the research division were
the evaluation of the various programs herein reported; for this
reason, the nature of the activities of this division will be clear
from the report itself, and there is no need to repeat a list of its

functions here.

DISSEMINATION

Aware that one of the most perplexing problems attendant to school-~
based experimentation is the failure of successful innovations to

generalize to the broader educational community, dissemination has
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been a major concern at Adams, and has been facilitated in various

WaySe
ES '70

Adams was designated as Portland's ES 170 school, As such,
it was one of a national network of schools devoted to curriculum
development and experimentation. A full-time coordinator of the
ES 170 program insured nationwide sharing of innovations at least
among the schools that made up the network, through its newsletter

and conferences of the coordinators.

Joint Appointments

Statewide dissemination was facilitated by the ten joint appoint-
ments held by Adams staff members with surrounding colleges, uni-
versities and research centers, Since these appointments required
part time work at institutions other than Adams, the opportunities
for sharing problems, successes, and insighfs were many, Ten indi-

viduals at Adams had outside affiliations:

Name - Position Outside Affiliation
Lawrence Ayers - ES '70 Coordinator USOE
John Parker EPDA Coordinator 0SU, Lewis & Clark
Allen Dobbins Teacher Education Coordinator PSU, OSU
Jerry Fletcher 'Research & Evaluation Coord. Teaching Research
John Williamson Development Coordinator N.W.Reg. Educational

Lab,, Teaching Resear-ch

Leroy Wallis Vocational Education Coord. 0sU
Patricia Wertheimer Social Services Coordinator 0sU
Edward Gottlieb Curriculum Associate PSU
George Flittie Curriculum Associate Reed
Parimaz Marsubian Curriculum Associate Lewis & Clerk

Pre-Service Training Programs

Because Adams trained exceptionally large numbers of prepro#

fessionals at various levels, many of whom have subsquently been




hired by Portland Public Schools and other districts, it was able

to have some impact ucn educatien through these traine«s.,

Perhaps the most successful program in this repard was the B-2
training program, Since th}bugh the completion of this program, the
nuwiber of qualified blsck teachers working in Portland's integrated

schools more than doubled.

The Advisory Council

An advisory council made up of representatives from the State
Department of ..ducation, Portland State University, Oregon State
University, University of Oregon, Lewis and Clark Collzge, teed
College, and Teaching Hesearch met twice during the year to‘review
the progress of the school. The administrative staff on both occa-
sions described to them-the state of the school and listened to their

sugaestions and reactions.

Public and Professional Appearances

Approximately 100 presentations about the goals, procedures and
progress of Adams were given last year to church, civic, and pro-
fessional organizations, as well as colleges and universities, both
in Oregon and in the Northweét area. PFormal speeches were delivered
to such diverse audiences as all school administrators in the state
of liinnesota, and the taxpayers of Vancouver, Jashington. The prin-
cipal appeared several times on local television programs, and on a

nationally televised discussion program.

.Visitations and Publications

Articles and publications by others about the school cannot be
called part of the /idams dissemination program, since the content
and accuracy of these statements were frequently impossible to coutrol.

{lowever, Acams received national attention. through the following
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publications:

Newsweek," John Adams High: Best iround, " February 16, 1970. p 68.

American Education, "Portland's Unconventional Adams High,"
John Guernsey, May 1970.

Atlantic, "High Schools That work," Charles Silberman, August 1970.

Readers Digest, "Bold New Directions for U. S, liigh Schools,"
Arlene Silberman, August, 1970,

A program of visits to the school was coordinated last year,
and the school received an average of 200 visitors a week from No -~
vember té May. These visitors included members of the local community,
local and visiting professional educators, and students from other
schools. Approximately 75% of the visitors were college and univer-
sity students and educators from outside the Fortland metrbpolitan

area. Visitors came from 18 states and 2 foreign countries.

Two major publications were written by the Adams staff which
served a dissemination function:

"The School as a Center for L.ducational Change: A Prospectus"
available from John Adams High School and

Curriculum Bulletin: "The Clinical School Program," College
of Education, University of Oregon, Zugene, Oregon 97403,
November 1969.. Cost: $1.00 through John Adams High School,
Portland, Oregon or the University of Oregon, Eugene, Oregon.
The Library of Congress Catalog Card ilo. 66-64621,
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OVERVIEY OF EVALUATION PROCEDURES

During the school year 1969~70 the Research and Evaluation sec-
tion of Adams High School consisted of two people~-one who worked
half time at Adams and half time at Teaching Research in Monmouth as
an Assistant Research Professor, and another who was paid full time
for work at the Northwest Regional Educational Laboratory and Teach-
ing Research, though his office was in the Adams building. There were
no other staff members and no budget for research and evaluation work.

Under these circumstances, the institution's capacity for the
gathering of evaluation data was necessarily extremely limited. The
data collected and reported upon here deal with only a few of the
school objectives, and are essentially descriptive., The particular
methodologies used for collection and interpretation of each set of
data are described as the data are presented.

In addition to shortage of personnel and financial resources,
other factors affected the performance of the Research and Evalua-
tion section. The school district lacks statistical or data process-
ing capacity permitting the use of information in school operation..
No resources were available for punching of data on cards, or for
writing programs to accomplish even simple statistical routines;
furthermore, no resources were available for hiring this work to be
done elsewhere. Even though the district's central research office
provided substantial support, there was no budget available for ma-
chine processing capability. '

Another more subtle problem existed: since research data has never
been provided for school use, those in decision-making positions in
the schools are not accustomed to basing their decisions upon care-
fully gathered data, and therefore, processes of decision~making do
not provide Jor #* zatheis., activities.

Muc . has veen accomplished to overcome the shortcomings of the
1969-70 research and evaluation program for 1970-71, particularly
in the integration of research into the ongoing operations of the
school. The Research and Evaluation staff now includes seven half-

time people, three of whom have come from the Adams FTE allotment,
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and for ' =deral grants. However, data processing capability
remains iz tiAL 2, and until this shortcoming is overcome, the re-
search an. ;ion program will not be as effective as it could

otherwise %~



[£9]

S=PORTS OF DEPARTI™NT CHEAIRVEN, TEaM ISADEr , -~ D CTOUNSELIRS

June all depz—trert chairmen and team Z==ders were asked

. e e e
- JAT 2 year—-£d TE=Endrv

of their departmer= or team's activities

. - ~ohiems during tr= year. Department ¢ - lrm=n electex to write

<dual reports. Some team leaders were e=rviewedi; others

~uve thelr reports.

The individual reports were compiled i=vto twmo suummary reports

= e Research and Evaluation staff: one — th= electives

‘department chairmen), the other on the General Zdjucaticn Program
The summaries attempted both to identify consistent

- teszh leaders).
The sugmmary reports

—ro:lems and to suggest possible solutions.

are -presented below.

PER<3TMENT CHATRMEN

While most of the problems mentioned by the department chairmen

@re not new, their mention should serve as supporting evidence for

#ny decisions that are made.

The Detrimental Effects of Increased Freedom for Students.

A Problem:

Most departments expressevd concern over the greater student
&veadom, The problem was seen as one of finding a middle ground
-=tween the "free school" and "traditionmal authoritarian school."
There is evidence to show that many departments found the student-
teacher relationship more favorable than at other schools, and that
“+Wi~ could be attributed in part to the freedom experienced by the
~mrments, Yet, at the mame time, numermms programs showed signs
=% =mffering educationslily because the m%udents' attitudes toward
=heir responsibilities +n the school wexe not yet mature enough
to 4iMER WS of the freedmm. [Mswmmpmensy chairmen suggested the
jpestpasible attitwdes might, in fact, be supperted by the lacs
% peemtpe0ls and demand® placed or: the stuadmnts. '
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Someii e Exe ples:
% Mivic--permis=iveness cause:X students to hawes poor attendzmre
Z c¢lass, rehesrsals, and pmeformances.
e s th Occupations--Students fziled to comrlete assignments,
=%~ wemd class zmd keep appoimtments.
- Shescial Eduemtion—Hall noiz= (etc.) caused ecextreme problems
‘&1th Special Fgmeation studerts,
2. Zhiysical Edweation--Attendamce poor. Serizizs conflicts
= oween phystreal sducation classes held ox=Zivors and
Zzadents in hall=:. stairwsys and park.
= Twreign Language—-Attendarree poor. Field “rips caused
ziziitional atssermess, Students failed tc wamplete homewors,
. Art--Students failed to act r=gponsibly Usward materials,
gupplies, and projests.
%.. Bmsiness Education—Attendmmes a serious—rroblem in begimmimg
rypdmg. Some students could mot work Imsependently on
mEogrammed meterdals.

Spesd i Slwtions Wimich Seem to be Indicated:

--» A accountability-or control system must be developed to
Zeep students not in class from distizrbings classes which
are in sessiam,

Z. A Feld trip mrocedure mms=he developed thzt will provide
two safe-guards: (a) to zumrantee that students mmder-
otami the consegmences of mimsing school and their TESpON-~
=fWFTHity to makemmp class werk; (b) to guarambtees th=t
&l teachers comm==rned hawve =dvanced warning of the pending
PEEld trip. .

3. An mttendance system withuaeeountability procedwres which
reguired teachers either -o rave students in tiwe classroom
ar %o know the lewetiom ap#l sctivities of studemks wrkcimg
inderpendently womPs gem 5 dme-more beneficial o smme
programs them the mmprowec mfmdent-~teacher redaftionships
witich greater freesom seems to have brought Zwemt.
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A Prcblem: Locked Rooms and Lack cf L-ooied Storage Facilities,

Six of the ten departments remmr—img <zpressed the need for
gtorage facilities that can be lock=ztc prstect supplies, equipment,
class projects, and materials. Teazir=rs,, ‘oy mecessity, need to share
rooms; however, it appears that thewe ic nc @y to leazve supplies
in the room and guarantee their safi=my. Pesrt of this problem may
be tied to the unusual key distribmZ=on Syssa==. Teachers are either
forced to carry a large number of l&yis or mESt leawe ‘the doors
unlocked for the mext teacher or lor® @ Sorseone with a key. The

storage space in the rooms cannot be LN

Specific Examples:
a. Health Occupations--Students lacks responsibility toward
supplies. )
b. Special Education--No secursty of stored materials or
items in the classroom.
c. Physical Education--Loss du= to wstealing was high. Required
careful policing by teacherss prmr security on storage areas.
d. Foreign Language--Loss of suppiies due to nonexistent storage.
e. Art--Problems controlling and mrotecting supplies.
f. Pusiness Education--Problem = :security of supplies and

small equipment items,

Specific Solutions Which Are Indicates:

1. Provide locked storage cabinets in most (if mot all)
classrooms,

2, Change the key system. Set uy master keys for various
wings of the building, and far certain groups of rooms

used by teams or departments.
A Problem: Basic Skills Deficiencies.
Two of the departments (and the omlly wnes that would have

cause to discover this situation) notbed a ‘serious deficiency in

students' abilities to use basic skills.



a. Tealth Cewcupatiz ~-3tudents lack 3xi.. =70 r=ad, write
) znd spezk.
b. Business Zducatiom—Students tyme the wy They speak (e.5mu
. .opresem tense.. Neeed basic akille v melify for
bugimess werli.

Specific Solwtions:

1. TInsure that a basic skills grous deve:opg 2 program which
will provide = necessary trainimg for hudesmts in the
basic skilZs.

2. Develop a program that will provice © sordimation between
teachers that will 2id in the idem=f caztion of students

with basic skills defieiencies.

A Problem: Teacher's Responsibilities “oward Smadenits and Toward

Tach Other.

There were a number of types of situs .onz created by the
imoreased teacher antomomy and student fresdom at Adams whilch wmere
not adequaimely addressed. These were particularly the questiom o
who was responsible f&r groups of student= vhem they were o2 dption
time and free to cirenlzte and assemble where they wighed; irmfeczmte
communication about variows different prozrams inm the schoal: =md
conflicts Bbetween progr=ms when two, inde—endent™sy, Had plammed
ronflicting activities.

Specific Examplesr:

a. Hesmlth Occupztiams-——General Education teachers un=sware
of Health Ocrmpation Program and the: immsrtance of ~the
program.

b. Specdal Education--No one would heip esntrol hall mroinler
(outsidte classrerom, )

¢. Physical Edmeaitzon--Disciplime proGsmms Porm students

outside of physical education classea,
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d, Poreign Laf-guage—Field trips puiled students out of clasms.

e, Lrt-Faedy did ot use art depzriment,

Smecifie Soluticms “izich Seem to be Ind- czted:

The role zmad responsibility - Teackers and administratcrs
must be clwmriy spelled ou™.

2. L program-mst be desgignec. =z provide communication betwemn
all teacher- 3o that &1l m=rsonr=l mave an acaquaintship
with the ver:Zous programs i= the scfool.

3. A need for = field trip provedure=. (See a2bove)

Baworable Remarkss:

&. Health Occmpstions--Cood relzwioms with outside community.
Students =rjoyed scheol "this year.,"

b. Special Weucstion--Good situation established with elective
programs, ...students made to Feel part of the "mormal
commriity .

®., Physical Tfmratiom--&ood umits for the girls cm personal
defense= “mmys on weight lifting; rmces worked together

& B Fomromics--Morale good bezmmzen staff and students.
Sewemith zmd efghth grmaders fromr St. Charles School proviide
= £nof apgvortunity for studemts at Adams to tutor.

e. dri--Fmm program effactive.

. Mio--Compaater and resource cember successful.

&. Heslth-—Fizep it in Gemeral Ecxmation.

h., Business @duceztion--Low drop—zzt rate in shorthand.

I COUNSELORS

The goals of ihe counselnr could:-ss YHisted in great detzil but
‘basically consisterd of facilitating ressmtionships betweem students
and:“temchers, #imdents and peers, paremzs and teachers, and some-
+times teackers =nd teachers in order torreach the optimum climate




for growth 2z im&vi<imls and as = school., The emphasis was on
assisting the: siadex: o accept himself as =z worth-while person

who is able wo Zfrs I some &xind of harmory with himself and others.

The job cf =z zoumselor at Adsms fell intto two broad areas:
"Guidsnce" amd "Commseling".

Guidance

Conegiderable =ffort was reguired dmring the fall to stzbilize
scheduling orocedmres -and to create a =yztem of =rcoumtability to
produce a smooth crer=ting school. The lack of established proceduves
and the diffferent schedule at Adams caused comfwsion, frustration,
and anxiety for the situdents, beachers and commselors. By spring
the geheduwlimg problems were identifismd and mmwry corrected so that
forecagtimg far 1970-1971 was sccomplished efficiently.

Career rlsmning amd sducatiom plamming wee=re hamdled: 6h an
imdivideal "azis for m=rt of the y=ar. ith the appointment of
a College-Sicholarsfin Jo~ordinator durizmg the wear, a _
spesbeth begar. evclvimg that will provide “unformsstion on the various
mrogr=ms amc opportumitiies that are avedllahlie ttr students. There
im a2 rnewd t- develop a2 program at Adams that wEIl provide information
om the varimus vocmtiomsl programs and opmorturzties availatle for
,orm; students,

Muc=h time was reqwired to e%}a’luﬁ:e and motTify students of
grraduztioy requimementz. TSspecially pressimzr visa *the need to
sygivate Junior studewts wo Lhsre they weuld qualify for graduation
in 197L., The protlem sms compounded besmmmse off transcripts coming
Prom a veriety of schomiis and lack of iImformetion on = stwdent's
pagst acagemic patterns.

Commseling
The &Btaff seemed to have greater demands for- counseling service
than hadl heem experiemced in other schools. They made ar effort to
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be idertified =3 being "helpfal persons" and Feel this iz part of

the reason for the increased demand.

One important area of pem:onai. counseling that occurred fre-
quently was dezling with a corTiict between pzremts and students.
Gemerally the sitnation was on= of parents belimg "uptight™ with
Adams and thke= student beimg “"pro-Adsms.” One counselor made the
following intuitive perception of this type of conflict:

"The coumnselor became involved at the request of counselee
or paremt; however, the party reguesting counzeling service
was interested in using the counselor in the mower struggle.”

The counselors often found themselves on the firing line for
what would be considered "publis relations™, g=nerally with parents

either singly or in groups.

Other areas of ecounseling that were umdimr < to Adams dealt
with suech topics as how Gem=ral Education relatied to familiar
programs, concerr: over trafitional grades =z Tke fdams evaluation
gystem; also, for some studemts it was necesszry to exr ore the

difference between "freedem" and a "license tc do what one wanted".

The openmess of faculty and staff provided an atmecachere for
students ‘to e comfortable ané to feel frec to exrress coicerns.
As A& Yesult, mamy personal préblems were bronght to a "head",
brougiit out into the cgen. The coummeling staf? Tfelt that the
problems usuzlly were not cmused by Adams Tzt School.
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TEAM LEADERS _ .

In an attempt to discover the problem areas of the various
teams interviews were conducted of z sample of team leaders and
core teachers. In addition an anzlysis was mzde of dccumernts

that were produced by all teams during the year.

A Problem: Variation of Team Compesition, Permanence, Organization,
and Team Teathing Procedure.

A great deal of variation in team composition took place
throughout the year. Teams worked in groups of two or three to
seven or eight., In one house the seven-member teams stayed together
for most of the year. In another, cne triad stayed together for
most of the year. In yet another, one triad stayed together for
half the year, and this became the nucleus for a full seven-person
team in the last eleven weeks. In some cases the team concept
was more of a content planning experience, with each of the members
to cover a specific part of the problem. The students were split
up and rotated through the team's teachers who were more or less
on their own as to how they executed the plan. In others, teams
meant more than one teacher working simultane ously with a group
of students.

It should be clear that a number of the models of team operatiuvn
whiech eventually develcped were rather different from the seven
or eight person interdisciplinary team which originally guided
the notion of having teams in General Education. This was, of
course, to be expected. General Education was too new a concept
to be rigidly bound by a particular model, and experimentation

was encouraged.

However, from an inquiry point of view, an agreement to attempt
to run General Education teams along one, or two, or three specific

models of team operation would be best. Such an attempt would



gcnerate data about which kind of rmodel seems to work best fcf
what kind of situation. Necessary modifications in the spacified
medels, after a sincere attenpt to rur the team according to the
medel, becomes then a valiuzble ccntritution to knowledge about

team operaticn.

The above data indicated the need for some discussion of the
following issues:
1. VWhich models of team operation seemed to work bvest for
what kinds of situations?
2. What should the ideal model(s) of team operation for
General Education be?

3. How many models should be permitted?
Such discussions are continuing.

A Problem: Sex, Aze, and Experience as Factors in Composition
of Teaus.

In the orginal model of team composition there was some attempt
to seek balance in terms of experience, age and sex. In all teaus
where the composition became unbalanced, some problems developed.
Problems of supervision on extended field trips resulted if there
were not. equal numbers of men and women teachers. Experienced
teachers on teams which were made up largely with inexperienced
teachers found that additional effort and responsibility was
required. The two female team ieaders faced some problems in that

role when dealing with male team members.

Questions-raised: ‘ A
1. What should the sex/age composition be?
2. Which combination appears to work most/least successfully?
3. What would be the most desirable way te deal with the
issue if serious difficulty in team operation seems to

stem from age and sex factors in the composition of teams?
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4, Should sex/age factors be taken into account in the selection

of future teams and hiring of persgonnel for year +three?

A Problem: Team Unity.

The prcblem of team unity elicited very strong respcases,
.both negative and positive. Most of those interviewed iadicated
the crucial necessity for teams to pull together if they were to
be successful. In answer to the question "Did the team jull}
together?" the responses ranged from '"very well" to "a disaster".
A variety of reasons were given as being factors in the rcrcblem,
such as:

a. Incompatible personalities of individuals, such th.t it

made team unity difficult to impossible.

b. Some members insisting on doing his/her own thing.

¢. Disregard by some of the feelings of other individuals

on the team,

d. Lack of acceptance of responsibility toward the team effort.

e. Copping out on team tasks.

f. Ego tripping at the expense of team effort.

Differences in sityle, technique, and methodology caused friction
within some teams. ZLack of understanding in clear terms of the
team's goals and/or ways of achieving those objectives were given
as reasons for disunity,

Another factor mentioned several times was the dual nature
of intern trainees' obligations toward the parent college course~
work/classes and their obligationa to the Adams program and the
team effort. This resulted in some team members not showing up
for planning seszsions, or leavingbearly before plans were combleted,

and therefore, not really being "with it" when the team tried to

execute the plan.

There appeared to be a correlation between the extent of team

unity and the length of time the team worked together. Those few
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teams whose membershib remained intact through most of the yea»
experienced a greater degree of team wnity than those teams that

changed around after each unit or grading period.

Because of the stated concerns of team leaders and team teachers
as to the importance of unity within the team, it would seem important
to examine some of the following questions:

1. What are the factors that enhance team»unity?

2. What are some symptoms of disunity within the team?

3, VWhen the team can't/won't pull together, how will it be

handled?

4, What, if any, are the effects on learner outcomes when

the team is "not together'?

5. Can the problem of intern trainee commitment be resolved?

A number of these questions are presently being confronted.

A Problem: Team Planning.

A correlation between the extent of unity within a team zid
successful team planning is evident. On those teamg which were
unable to pull together, planning was difficult and in some cases

very frustrating. Good planning had- some of the following ingredients.
Team members:

a. "Knew where they were at."”

b. Had generai agreement on objectives and methopds.

¢, Wurked out philoscphical differences easily and with

" minimal friction,

d. Were punctual and stayed with the task until completed
and workable. (This ingredient'was reported to have a

corresponding high energy drain and time sacrifice.)

As the more successful teams gained experience in team planning,

the task became less onerous and less time consuming.
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Two special issues were most often mentioned in connection

with planning: Time, and space.

The Time PFactor:

When planning was held during the school day, it was often
cut short due to special bell schedules, and always limited to
oné 40 minute period. This was reported to leave planning "up

in the air" at the "ring of the bell".

When plamnning time was held at the end of day, it often
extended into the evening, sometimes beyond 6:00 p.m., While this
gave more time to plan, team members were exhausted from the day's

teaching with consequent lbss in team planning efficiency.

Physical Environment for Planning -~ Team planning rooms were less

than successful as an environment for efficient planning. Reasons
given were:
a. Too noisy, too crowded.
b. Excessive interruptions by students, visitors, other
teachers.
‘¢. The telephone (in plamning rooms that had them) was a

source of annoyance during planning sessions,

Teams often found it necessary to find other areas in which
to plan: Resource Centers, unused rooms (not available for the
second year), faculty lounge, and the faculty dining room were
some of the alternatives. Some teams found it helpful to meet
and plan away from Adams. (Again a sacrifice on time, and an

energy drain.)

Since it was agreed that successful planning was very important
to suocéssful team teaching, these problems raise these issues:
a. Can planning take place if the team is "not together"?
If 80, how? What are effective and efficient ways to

reach agreement on objectives and methods?
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b, What is the best way to-deal with philosophical and
idenlogical differences among team members?

¢. How can punctuality and attendance be handled if it becomes
a problem?

d. Can anything be done about the problem of interas'
priorities?

e. Can the scheduling of in-service courses for staff, as
well as trainees, be done so as to minimize planning
interruptions, particularly for teams operating late in
the day?

For the second year all of the team planning operations are
concentrated in one large open area. The in-service General
Education seminar is attempting to resolve a number of these

issues.

A Problem: Assignment of Tasks on the Team.

The assigning of individual tasks to team members was handled
on some teams by the team leader. On others, each member took
responsibility for some phase of the nuts and bolts type chores
on a volunteer basis. The latter seemed easier in smaller groupings,
such as teams of threé or four, when people knéw what had to be
done and went ahead and did it. On larger teams, tasks were
generally assigned. The major difficulties reported were:

a. Team members were assigned or volunteered to do certain

tasks and did not deliver.

b. Some team membzsrs were not pulling their weight or were
copping out.

e; Some team members were absent or late when a specific
input was planned, and were not filled in by the team
leader or team members.

d. The "let George do it'" attitude.

On scme teams these difficulties were overlooked or ignored,

with some team member picking up the slack and letting it ride.
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Two teams reported this as a source of real friction on the teams
which was never successfully resolved. This raises aome issﬁes:
a. How will the assignment of tasks be handled?
b. Should the team leader come on as the "heavy" or is it
the group's responsibility to deal with a malingerer?
How should each do it?

c. How can a team fill in members who had to be absent?
Again, these questions are under consideration.

A Problem: Recordkeeping

Attendance, journals, notebooks, and pupil evaluation were
handled in a variety of ways by the different houses. On some
teams these were done by the team leaders and curriculum associates;
on others it was handled by some member(s) of the team. Attendance
and credit records particularly demanded a large portion of team
leaders' time and energy. Génerally, team teachers took care of
notebooks, Jjournals, and evaluations of students. Where small
groups were rotated through several teachers on the team, the

evaluations became more complex and difficult.

There did not appear to be any pattern or "best way" to handle
these récordkéeping chores. It was stated, however, that it is
imperative that time be allotted in the schedule to take care of
this problem. One house gave up their legal holiday on November 11
to do evaluations. MTeam teaching would seem to imply team evalu-
ations; therefore, the necessity of some kind of "duty free"

evaluation day to accomplish the task. -

Since no clear method showed as being better than another,
each team will undoubtedly work out its own. But it is foreseeable
that some difficulties may arise. The following seemed to be some
areas in need of clarification:
a. Who has the ultimate responsibility for recordkeeping on
the team? '




b. What kinds of records will be kept by teachers and team
leaders? Curriculum associates? Counse}ors? How will
this be coordinated?

¢. How about the "evaluation day” problem? Can this be
worked into the schedule? .

d. Are some types of records going to be kept by counselors
in the counseling area, and others kept in team offices
in the lower quad? Possible communication problem here!

€. Will there be a clear division of labor on the team for
recordkeeping?

f. Would a unified method for all teams be desirable?

Ma jor improvements in the centralization and standardization

of records have been incorporated for the second year of operation.

A Problem: The Effectiveness of Team Teaching Over the Self-~
Contained Classroom

Most teachers and team leaders who participated in the team
approach saw many more advantages in the team method, Those most
given were:

a. Teams provided a wider variety of experiences and input

in lessons and problem solving.

b, Teams provided wider perspective on approaching a problem.

c. Team teaching was seen as better for teacher growth.y

d. Trainees were offered a wider variety of experience in

different teacher methods and styles,

e, Teaming required a greater amount of teacher self-discipline,

which was valuable,

f. Working more extensively with adult colleagues in the same

room, as well as in planning,_was seen as valuable.

g. Teams provided the opportunity to interact and learn from

one another,




A Pr—i=r= Cooperation With Specialist Areas:

Tie zmestion of participation by the pecialist areas in
General Education programs brought divergent responses ranging

from "excellent'" to "impossible",

Generally when requests for assistance from specialists were
made, it occurred on a one-to-one basis, rather than through a
department. Some tmams made litti® or no demards on specialists.
Some team=-utilizef = wariety of amsistance from specialist zareas.
Singles muit as partdmwlarly helpful to General Education projects
were imfinriduals im agraphic arts, drafting technology, wood
techrri#mey, home esmnomics, art, men's physical education. This
is not-mmem=gzarily imtended to imply that other areas were less
coopersmivez. It may'be simply that cooperation was not feasible
or pos=dnlk= at the time.

The geremzl opimion was that there should be a greater degree
of intemss::vuon between the specialist areas and General Education
teams for e unique contributions that specialists can offer for
the zmprovement of the entire school program. It appeared that
thege= gusdtions mEght be looked at by General Education teams:

a. ™hat is the best way to achieve cooperation between General

Education teams and specialists?

b. Should specialists be assigned on a part-time basis to

' General Education teams? ’

¢. Should specialists be selected on the basis of possible

partnership in the Gereral Education program?

d. Is it realistic in terms of schedule demands and class

" load to expect specialists to be able to participate

meaningfully in General Education projects.

e, What are some methods of closing the so called "real or

imagined" communications gap between the areas?



A Problem: Use of Media Center.

If there was any area in which there appezred to be general
agreement, it was the feeling that th= cooperation and service
rendered to the General Education progr=rw Yy the Media Cenier was
generally excellent, Again as in otder “®reas, the extensiveness
of ‘use seemed to correlate with the mmw= =mmerienced andllong—lived
teams. This was particularly true of iarsze scale simulations. The
most often mentioned useful contribwiizns by media were:

a., Lifting and replay of networik pwrogmams of merit.

b. Recording of simulation experfencer :=mi replay of same.

c. Replaying of video tapes to ==meral =m=11 groups simul-

taneously.

d. Extensive use of films, filmstrips, amfi other wisuels.

e. Use of graphic artist productions.

Taking into account the difficulty that equipment was not ready
to go at the start of year, service and use appeared to acceierate
as equipment became usable. Some teachers expressed some concern
at not being able to use media to a greaber extent and indicated .

lack of efficient team planning as the reason.

In view of the fact that seven teams will be operating during
the second year, it seems likely that demsmds onm=re of mediaiwill
be greatef, so:
a. What method of scheduling services amd equipment would
be most efficient? |

b. Would it be desirable for teams to have certain basic
equipment assigned td it,e.g.,sound'film projector, overhead
projector, record player, tape recorder, slide projector,
and these stored in the area of use?

¢, Can media center personnel be included in team planning

of a particular unit where there would be extensive use

of the service?



General Education Exreriences That J%emed Successful

Some teams had success with role playing in Large Groups.
Teacher participation in the role zilay and interaction with studendts
in Large Groups was thought to be of real value. With cther tesm
role playing was thought too diffijmmlt in Large Groups mid confirea

to medium or small groups.

Simulztions in Large Groups worked well with sever=zi teams.
Use of television media was thougki to be =m important =timulus
to wifer siudent partimipation.

Freguent field t=fps out of ithe building to downtown Portland
and in the Adams' commmnity for such things as surveys, was thought
by some teams to be & valuable way to utilize community resources

in the General BEfucation curriculum.,

Good full feature films in large groups, such as Raisin in

the Sun, The Pawnbroker, and Lord of the Flies with good follow-up

discussicn was deemed valuable for seVeral teams.

Utilization of the full range of skills and zbilities of
team members, allowing for a rich variety of input, was valuable
to the team and the students. A

Use o1 student journals was a successtful runction with several
teams. Instant feedback from the student, reactions to a particular
presentation, student feelings about a particular experience allowed
for immediate corrections or revisions of team planning. It was
also felt to be a more personal line of communication betwéen student

and teacher.

The inclusion of students in team planning sessions worked

very well with some teams. This gave some students a sense of




43

participation in cur—isulum czontent decisions and methods of
operation. It also provided teams with voluable input from the
students point cf view as to how well or moor a particular
presemtation wa=s executed. It also help=d to increase trust and

rapport Detween teachers and students.

Some Areas Repmrted to Need Further-Deygggpment

Teams ¥¢#d teachers from diverse acamemic backgrounds, able
to reach ¢ % of their specialties and gemerate inquiry in a broad

gspectrum of Areas.

Team mmmbers must share a sense of commitment concerning
ideas, content and methodology of the General Education program.

Trust ard sense of hummr are thought to be important to
successful zeamimg. Some consensus in philosophy and ideology
without hindering-the creativity and individuality of the individual-

was stated to be important to team success.

Some teachers felt frustrated because they wanted to team
teach and have a large ggroup experience but could not because the

composition of tire team did not permit it.

Conclusion:

This surmary is an attempt to raise some questions about the
everizs, both good and bad, of General Education during the past
year. Because the four houses were given a large degree of autonomy
in mode of oreration, the results of this observation shows many
differences in the way groups operate. The issues raised provide
a starting point for continuing improvement of our General. Education

program.
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ATTTTUDES OF AD2MS STUDENTS TOWARD THE SCHOQL:
THE SCHOOL ENVIFELMENT

One of the major hypothes=s whi:h gmided much of th= planning
and operation of Adams High School from the very beginning was the
belief zhat until there were major changes in the nature of the
enviromsent of = school, tinkering with wh=t happened inside a
classroom coulé mot have much effect. Ve oelieved that in terms
oi relavive impact, a student is certain to be much more powerfully
influenced by the way the institution forces him to behave, by the
way it treats him, than he Zs by the particular "instructional" eox-

periences which happen within the classrooms.

After ihe disorganization and disorder of the first few days
had abated, it was clear that the atmosphere at Acdams was different,
quite markedly so. Stmdents were mobile, activs, often noisy. In-
formal groups of teachers and students could be ==en talking in-
tensely in the halls at all times. Vhile uncomrtrolled or destruc-
tive behavior was quite rare, the freedom, the movement, the bustle

was not what one ordinarily associated with schools.

The key quéstion became, was the new enviromment an education-
ally sound one, an improvement over the traditional school environ-
ment, or was it merely different? A key component of such an assess-
ment was the attitudes, the self-reports, of the students in the
school. Ie had written objectives which identified changes in
student attitudes which would be indicative of a healthier educa-
tional atmosphere. A systematic attempt to ascertain students!

attitudes toward the school was in order.

Interviews were selected as the instrument most likely to yield
the richest information. Questions were developed to tap attitudes
in certain key areas: student~teacher interpersonal relationships;
race-relationships; involvement in curriculum; parents' attitudes
toward school; attitudes toward rules and freedom; and attitudes

- toward the house system,
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Cne hundred students were selected at random. Sixty interviews
were conducted by twelveﬁstaff members -~ five interviews apiece.
Subjects were assigned to irterviewers randeemly, except that no
student was interviewed by a staff member from his house. This
was done to minimize any fears a student might hawe in being
completely frank.

Sixty interviews were conducted: twerty were irfiwirtesil inter-
views; twenty were in randomly combined groups of tkr=e smmdents;
and twenty were in friendship groups: the original s==wemt and two
friends he selected. In this way the sixty interviews zeached
140 students -- 100 from the ariginal sample amd the fmrty chosen
friends. The group interview was used in tie hrmpe th=< the chance
for studemts toc argue and discuss their poirts of view during the
imterview, and to contribute to each other's zmswers, might produce
more interestimg and complex amswers and tend to reduceethe influence
of the interviewer. Interviews took from forty minutes to something
over an hour. A total of 1335 students were actwally interviewed

during the month of December, 1969,

Summary of the December Interviems

The data from the interviews were coded and tabulated. However,
for-the purposes of presenting this set of data, a summary narrative

appears most appropriate.

The general impression was that in terms of affective climate,
Adams had made great strides in humanizing the school. Certainly
the students at Adams felt the sense of community. They talked
about the spirit, the atmosphere, the variety of the school life.

' They were enthusiastic about the school cqmmunity -- they defended
the school against criticism from outside, were infuriated at un-
favorable publicity, and thought that students in other schools

envied them.
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They talxed of their teachers a great deal. Over and over,
they used glowing words to describe the quality of their relation-
ships with teachers. They were acutely aware of the real possibil-
ities for intimate friendships between themselves and teachers, and
almost all had embraced the chance to "really" know teachers with
delight and a bit of inecredulity.

Some were feeling pressure from home about the school -- their
parenté-didn't think they were learning enough, or that they were
not really doing enough work. Except insofar as conflict at home
or troubles with neighbdring shopkeepers may have caused our stu-
dents discomfort, however (there is some evidence that it did), this
was not of great concern to them. liany cxpressed the idea that if
outsiders would Jjust keep away, everything would be fine -- or almost
everything. The usual configuration of parents and teachers in
league against adolescents had, to a large extent, been transformed

to one in which adolescents and teachers were aligned against parents.

They talked of freedom a great deal. They used the word in
describing their relations with teachers, and fhey used it in ex-
plaining why it was easy for them to make friends among other
students. They talked of freedom in describing classes, too, and
the choices given them there, their freedom to pursﬁe their own

interests, and the ways they spent their unassigned time.

Most said they liked the freedom, but for others it was a2 mixed
blessing. Sometimes it seemed more like confusion and license than
freedom. '"Other students" behaved badly, wasted their time, got
into fights. Some were worried about the credentials, and require-
ments, the sequences, the facts. To be sure, their teachers were
patient and willing to help them, to listen to them, to be friends
with them --- but were they demanding what the students would have
+0o master in order to complete a "proper'" high school education?
That kind of freedom, the freedom from imposed work pressure, made
some worry about what their chances would be if they wanted to go to

college,
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A great deal more anxiety might have been expected concerning
the relaxed atmosphere and the placement of responsibility for
learning on the student than our respondents told us about. And
what anxiety was there seemed balanced by the exultation that some
other gtudents revealed at being permitted to think for themselves,
It required little to infer that it was the intimate relationships
with teachers that enabled many students to tolerate and even thrive
in the face of so much ambiguity, Many did fail in their first
attempts to face responsibility; meny still had not completely
faced it, but the teachers kept their part of the bargain. They
were still delighted to help them take responsibility and were
still refusing to take it for them. Throughout these difficulties,
the teachers seemed to offer warm support, friendship, and perhaps
confidence, and this seemed to have been the key factor in student

survival.

In many schools, rigid rules and authoritarian teachers are
identified by students as being what's wrons with +the institution.

The Adams students, however, tended to blame each other. Certainly

there were things wrong with the school --some classes were boring,
the student senate wasn't doing anything, the halls were noisy,
belongings were stolen, the lunchroom was hectic, things:weren't

organized -- but it was students who caused these problems.

It seemed safe to suggest that the norms of the school were
more ambiguous, less predictable, less rigid, and less authori-
tarian than students were accustomed to, and that because of
this, relationships among students had likely altered. After all,
student discipline prdblems are not usually the concern of students,
except insofar as they, as individuals, are involﬁed. A school
official is respongible: it's his concern, Concern was clearly
shared at Adams; given this, it was not surprising that many students
mentioned discipline problems. To a far greater extent than in other
schools, the educational tasks of the faculty in such a school would
include helping students assume new attitudes and responsibilities
toward adults and each other.



Was the school climate better for this? One way to look at the
situation was that students were beginning to assume responsibility
for what happened in classes, in the school as a whole. Such an
experience could be highly educational, as students learned about
Self-government, regulation of the community, self-exploration
through the process of grappling with those issues in the school.
Another way to look at it, however, was that location of blame had
merely shifted, from the adults to other students. Responsibility
for school ills still lay elsewhere, only the elsewhere had become

other students.

We weren't certain which interpretation carried the most truth.
Probably both interpretations were correct. The school was differ-
ent. Students were learning to accept responsibility, to grapple

with critical issues of the school. They Jjust had a ways'to g0.

However, the issue of student behavior was closely linked to
race relations. Vhite students expressed many concerns about the
behavior of black students, and the way in which teachers dealt
with them. More distressing, many white students expressed discour-
agement oVer black students' behavior. They didn't see that anything
could be done about it, and certainly they didn't see that anything
they were doing might cause it. Black students agreed that black:
students were .unruly, but thought it was to some extent in response

to white prejudice,

It seemed possible that a permissive institution exacerbated
conflict among students,. encouraged scapegoating, and fostered
racial stereotyping. The picture was one of discouragement, fear
and moral superiority on the part of whites; fear of being rebuffed,
defensive arrogance, and aggressivity on the part of blacks., Be-
tween the two groups, there was almost no communication about that

particular problem.




Overall, the data obtained through the interviews was extreme-
ly valuable, not ﬁo much in revealing what problems existed, but in
showing how the students felt about them, and how extensive they
judged them to be. For example, we knew that many parents were
unhappy about aspects of the school; we discovered that in the judg-
ment of the students, the number was smaller than we would have
guessed, and the students did not seem very disturbed by it. (That
is not to say that no problem existed, of course.) We knew that
teachers were doing a good job in gelling to know the students; we
found out that they were doing much more than that -~ they were mak-
ing the real difference, as far as the students were concerned. We
knew that we had behavior problems, especially among the black stu-
dents; we found out that many students were deeply concernedvabout
these problems and saw them not only as a threat to themselves, but
to the future of the school. We also discovered that these con-

cerns were.extremely difficult for them to discuss in mixed groups.

The May Attitude Survey

£11 in all the data from the December interviews were ekciting.
The question became, could Adams continue to move in the direction
of improving the positive attitudes, or were they merely a result of

the new school and new enviromment, and would rapidly diminish.

In May, 1970, students' attitudes toward the school were again
sought. At this time the interviews, in essentially the same form
as had been previously administered, were given again, this time to
a random sample of 40 students. A questionnaire developed from re-
sponses given in the December interviews was given to an additional

random sample of 130 students.
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In the questionuaire students were presented with 71 statements
about the school (drawn from responses made in the December inter-
views). Each statement was followed by a five-point rating scale,
with a pair of adjectives describing the poles of the rating scale.
Three adjective pairs were used depending on the nature of the state-

ment: Always.....Never; True.....False; and ‘gree.....Disagree.
4 .

Three examples taken from the questionnaire will illustrate

the format:

1. Black students and white students feel relaxed about part1c1pa—
ting in class discussions together.

Mlways H : : : Never Don't know

2. Compared to last year, I am learning more this year.

Agree : $ : : Disagree Don't know

3. My parents think Adams is a good school.

True : H : : False Don't know

The questions in the instrument dealt with six areas:

1. PRelationships between teachers and students

2. Attitudes toward the house system and house
membership

3. Race relationships: between teachers and
students, among students, between various
racial groups and the currlculum of the
school

4, The curriculum

5. Rules and freedom

6. Parents' opinions of the school

In each of these areas Adams High School had a set of defined
objectives about how the students should be reacting, and using these
objectives, a correct or desired answer was determined for each gues-
tion. For the most bart this was not a difficult determination: re-
sponses were considered positive if a student, for example, indicated
that he liked rather than disliked his teachers, or thought that he
had learned much rather than little, or that he thought his parents
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were favorable toward the school; responses were considered nega-
tive if a student indicated, for exampie, that he thought racial
problems were severe, or that the curriculum was inadequate, or
‘that more direction from teachers was needed. The actual state-
ments to which the students responded were varied so that some were

phrased in the positive, and some in the negative, as, for example,
55.' I have learned a lot from class discussion.

True

: False Don't know ____

56, I'm not learning as much as I would be in another school.

Agree :

as
ce
e

: Disagree Don't know

Responses were recorded by assigning a value to each answer
of each question; these values were then averaged to arrive at a
group score for every question. A response indicating the strongest
possible agreement with the statement would be scored "1" and so on
through "5", which would indicate the strongest possible disagreement
with the statement. The following response, for example, would be

scored "3":

32, Blacks are afraid of whites.

P

True : : False Don't know

A "don't know" response was not scored, and was not averaged
into the total number of responses to that question. Thereforé,

the number of respondents varies somewhat from guestion to question.

For the purposes of this report all scores have been trans-
formed so that a score of 1,00 is the most negative opinion pos-
sible, and a 5.00 is the most positive. In all of the following
tables, the higher the score, the more favorable the attitude or

Q response.
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Y'e discuss below the data gathe?ed during May, and compare it
to the December data. Recause the area of race relations appeared
so important in the December data, we have analyzed the data in two
ways: 1in terms of the total sample,ménd in terms of the differences
in attitudes of black»and white students. One set of questions dealt
specifically with race relations, and will be considered first.

Since parent opinions are discussed in a separate section, and
Houses have been abolished for the coming year, these two sections

of data from the queétionnaire have been deleted from this report.

Attitudes Toward Race Relations

A number of the questions on both the interviews and the ques-
tionnaire dealt directly with race;relations among students. We
will deal with the interview data firs%, comparing the May re-
sults to the December results; then with the May questionnaire; and
finally we will attempt to make some general conclusions about the
éhanges in race-relations from December to May.

Comparison 2f the Interview Data--December to May

The responses to the interview question, "What are the main pro-
blems between the black students and white students here?'" were cate-
gorized into four groups:

No problem, very little: All responses placed here indicated

that the respondent had seen very little or no evidence of ra-
cial problems, or that he regarded racial problems as insignif-
icant.

Blacks at fault: All responses which indicated that black students

caused whatever problems there were belonged in this category.

Whites at fault: All responses which pointed to the white stu-

dents' behavior or attitudes as responsible for racial pro-

blems were placed here.



Bo*h sides responsible: Responses in this category were those
0 L2 Y

which attributed any precblem to mutual prejudice, unfamili-
arity with each other's backgrounds or life styles, or mutual

hostility.

Cuestion: What are the main problems between the black students

and the white students here?

December May

Interview Interview

(n = 143) (n = 40)
No problem, very little 26% 35%
Blacks at fault 36% 205
Jhites at fault : 6% 12%
Both sides responsible 32% 335

Perhaps the most significant finding revealed by these tables
is that a substantial number of students in‘December, as well as
in'May, did not perceive any racial problems in the sghoolf ihile
there was reason to be somewhat skeptical of these(reports‘in Decem-
ber, because outbreaks of conflict between whites and blacks had
occurred, the fact that the numbers of students who perceived ra=
cial problems as insignificant or nonexistent increased by May tends
to lend credibility to the first figure.

£ decided shift away from blaming black students for racial
problems took place by spring. This suggests that students began
tq have different insights as to the causes of racial problems, and
in particular, to perceive that whites carried some responsibility
as well.

When for the same question the responses of white students are
separated from those of black étudents, some additional insights are

possible:

)
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Question: What are the main problems between the black students and

white students here?

December Interview

White responses Black responses

(n = 120) (n = 23)
No problem, very little 22% i
Blacks at fault Loz 20%
VWhites at fault 3% 163
Both sides responsible 35% 20%

May Interview

White responses Black responses

(n = 25) (n = 15)
No problem, very little 32% Loz
Blacks at fault 28% 7%
Whites at fault 12% 13%
Both sides responsible 28% Lo

In December, more black students than-whites judged that proh-
lems were insignificant; in May, black students maintained their view,
while the perceptions of white students moved considerably closer to
+he blacks'. By May it appears that racial problems were seen as
relatively mild by both black and white students, and white stu-
dents had become much less alarmed about race relations than they
previously had been.

In May, as in December, white students tended to blameblack
students more than whites for existing problems, but the percent-
age dropped substantially, while more blame tended to be shifted to
white students. Interestingly, black students also named blacks
as responsible for racial problems less in May than they had in
December, but there appeared no corresponding trend toward blaming
whites; rather, they placed rggponsibility on both groups equally.

A comparison of students' responses in December with_thoseAgivén
in May seems to reveal a healthy trend: not only did students as a
whole (and white students particularly) judge that racial problems
were reduced during the year, but responsibility for problems which
did exist was no longer placed so heavily upon the shoulders of one
group~-the blacks. This trend toward the acceptance of mutual re-
sponsibility for friction and misunderstanding, rather than the scape-
goating of one group, suggests that racial polarization diminished

over the year.
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May Cuestionnaire Data

Responses to questions in the May gquestionnaire which concerned
students' perceptions of race relations can be examined in two ways.
It is important to knéw the extent to which all students agreed or
disagreed with the statements presented, and also the extent to
which black students and white students held different views of
each question.

We would expect, for example, given the responses to the inter-
view question just analyzed (What are the main problems between the
black and the white students here?), to find that both black and
white students would hold similar views of the questionnaire state-
ment, "Black and white students at Adams are as far as ever from

getting along." That is, both groups would disagree with it.

To look first at the data for the entire sample, the mean

scores for each of the fourteen items appear as'follows:

Rank Order of Questions from High to Low
Based on Mean Scores of All Students

Question Mean Score
13. Racial problems are more serious at Adams than 4.4

at -other integrated schools in Portland

50. I can honestly say that I don't particularly 4,3

want friends of another race
32. Blacks are afraid of whites o |

9. Black and white students at Adams are as far

as ever from getting along 3.7

2l. Whites don't want to include black students

in school activities 3.6

*28, I feel truly close to at least one other Adams
student who is a member of a different race

from my own 3.6
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Cuestion Mean Score
15. Black students don't want to include white

students in school activities 5.5

30. White students blame black students for every-
thing that's wrong with the school 3.5

%33, I feel that if I expressed my true feelings
about the o‘her race, I would be in for
trouble 3.5

10. Mos* black students don't seem interested in

classes 3.4

:F-‘

Most white students don't seem interested in

classes 3.3

* 1. Black students and white students feel relaxed

about participating in class discussions together 3.0

63. I feel that black students are expected to make

most of the moves toward racial understanding 7.0

37. Whites are afraid of blacks. : 2.9

To interpret this chart properly, it is important to recall
that a high score indicates that students had a positive attitude,
in terms of the goals of the school. For all save those marked with

an asterisk, this meant that students disagreed with the statement

as presented.

It was striking that on a five point scale, with 3.0 as the mid-
point, students averaged above the midpoint on all except one item.
Overall, students indicated highly favorable opinions of the racial
situation between students at Adams.

An analysis qf some subsets of the questions is more reveal-

ing.
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If we look only at the questions which deal with race rela-
tionships in class, we find that they clusteir near the bottom of
the list:

uestion Mean Score

10. Most black students don't seem interested in

classes 34

4k, Most white students don't seem interested in

classes 3.3

* 1. Black students and white students feel relaxed
about participating in class discussions to=

gether . 3.0

The combined mean is 3.23. This would tend to indicate that
any race problem in the school centered around class activities,
Neither blacks nor whites seemed particularly interested in class,
and integrated classrooms seemed to have had some tension.

If we look just at the statements which dealt with personal feel-
ings about race problems, and rather global racial attitudes, the dif-

ference is rather striking:

Cuestion B Mean Score
13. Racial problems are more serious at Adams than

at other integrated schools in Portland- LR

50. I can honestly say that I don't particularly

want friends of another race _ 4.3

9. Black and white students at Adams are as far

as ever from getting along 3.7

*¥28. I feel truly close to at least one other Adams
student who is a member of a different race

from my own 3.5

32, I féel that if I expressed my true feelings

about the other race, I would be in for trouble 3.5
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Here the combined mean is 3.93G. It would appear that in in-
dividual at*itudes and feelings; race relationships were much less
a problem than in specific instances of school interaction. Notice
from the original list that it was denied that either group wanted
to exclude the other from schocl activities, and whites apparent-
1y shared in the blame for what's wrong with the school. FEut class-
room interaction was a problem.

The two questions dealing with fear provide an interesting

analysis:

Question ' Mean Score
32. Blacks are afraid of whites L
37. Whites are afraid of blacks 2.9

Apparently, both blacks and whites denied that blacks were
afraid, Both blacks and whites saw whites ag being mmch more afraid
of blacks. Since fear inhibits honest relationships, these two
questions reveal a considerable source of tension which should be
addressed.

If the responses of black and white students are separated, the
interpretation becomes even more interesting. Both black and white

students held similar views of the following:

Suestion Diff. B W
13, Racial problems are more serious at =~ .1 4,3 by

Adams than at other integrated schools

in Portland

9. Black and white students at Adams are

. as far as ever from getting along .1 3.6

Ll
3

*#28. I feel truly close to at least one
other Adams student who is a member of

a different race from my own .1 3.7 3.6
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Question Diff. B )&

33. I focl that if I expresscd oy truc

feelings about the other racs, I

would be in for troublc -7 3.7 3.5
63. I feel that black studerus arc

<xpected to iake 1 o0st of the

:oves toward racial understanding 2 2.9 3.1
* 1. Black studcents and white students

feel relaxed about participating

in class discussions togecther 3 3.2 2.9
In su ey #zreed rac bl 8 were o wch los® scrious at

~1a.:8 thar at olh. r schools, that black and white students were
clos.r to getting along, that they did have close friends frenm the
other race, and that there was sufficient honcgty so that they
could express their truec feclimgs witheut Foar, They both felt
that blacks wore asked to do their share toward praoting racial
undcrstanding, but not iiore than their share. fthey also ad.iitted
their lack of coufort at participation together in class activities,
whites being somewhat 1ore uncasy than blacks.

Staterients showing disagrecrient are rore revealing, The fear

issue, for instance, takes the following foru:

Question Diff. B W
32. Blacks are afraid of whites U 4. u %40
37. Whites are afraid of blacks .6 2.4 3.0

Blacks absolutcly denied they were afraid of whites.
Whites tended to agrec that they were not. Blacks saw whites as
being afraid of them, Whites did not deny it.



The issue of interest in classes is ecuzlly intriguing:

Cuestion Diff. B Py

4, . Most tlack students don't seem in-

terested in classes b 3.5 3.1

10. Most white students don't seem in-

terested in classes 1.0 2.6 3.6

Both races claimed to be interested in classes, at least some-
what. 1In each case the other race tended to deny that claim: black
students, in juzriicular, denied that whites were nearly as inter-
ested in classes as they maintained,

On the issue of incluéion in student activities, the same split
appeared:

Question Diff. B W

15. Black students don't want to include
white students in school activitier T 4,0 3.3
21, Whites don't want to include black

students in schocol .activities .7 B 3.8

Blacks denied they wanted to exclude whites, but whites weren'+t
so sure of this.

Whites denied they wanted to exclude blacks, and likewise, blacks
were skeptical.

Finally, blacks felt very strongly that whites blamed them for
everything that went wrong:

Guestion Diff. B

i=

30. White students blame black students
for everything that's wrong with the
school 1.3 2.4 3.7
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Blacks felt they were sezregoates, but whites didn't agree.
This particuler difference in perceptior: is so large as to call

for some definite action to reduce the gap.

As viith the interview data, the guestionnare data tended to
confirm that by the end of the schocl year, racial tension was less
serious, The particular areas of race tension. seemed to be classes
and school activities. It would appear, then, that as of last spring,
students felt the most racial tension and conflict not in informal |
‘relations, but in the classroom, and in organized school activities.
Some other factors aside from racial prejudice. per se seemed to be
operating here, as the other categcries of questionnaire data re-
veal, and they should be considered in conjunction with these find-

ings.

Attitude toward the Student-Teacher Relationship

Comparison of Interview Data--December to May
The relationship with teachers was seen as the distinctive char-

acteristic by more students in December than in May:

Question: Adams was planned to be different from other schools.

Do you think it is different? In what way?

December Interview

A£11 Black White
(n = 133) (n = 23) (n = 10)
Relationship with teachers 22% 22% 22%

May Interview
A1l Black Yhite

(n = 40) (n = 15) (n = 25)

Relationship with teachers 74 bz 133%
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‘thile it appears that relaticnships with teachers became less
irportant in the eyes of students as the fzctor distinguishing
Adams from other schools, these relztionships seem to have remained

very positive:

Cuestion: ‘fdams was planned to be different from other schools.

Do you think it is different? In what way? Is it a difference you

dike?
December Interview
A1l
(n = 29)
Yes I like it 90,5
May Interview
A1l
(n = 3)
Yes I 1like it 1005

Though the rumber of respondents was too small to allow any
conclusion to be drawn in May, a comparison with statements on the
May Cuestionneaire to which all students responded very positively
("The relationship between students and teachers at Adams is better
than at most schools," "I know at least some of my teachers quite
well as people") supports the idea that relations betwecen students
and teachers were judged by students as being ve.y good.

There were indications that, for students as a whole, race re-
lations wére not a particular problem between students and teachers,

‘both in December and May:

Grestion: (What are the main problems between) white teachers and

? i ?
Rlack students? Vice verss’ December Interview May Interview

All All
(n = 133) (n = 40)

No problem exists 595 605

Yhite teachers treat blacks dif- s
ferentially 20% 2217
Black students are hard to handle 9% 17355

Doa't know, no response 12% 0%

-~




63

When these responses are looked at by race, however, a shift

in attitude becomes apparent.

Question: (What are the main problems between) white teachers and

black students? Vice versa?

December Interview

Black thite
(n = 23) (n = 110)
No problem exists 834 53%
hite teachers treat blacks dif-
ferentially 0% 23%
Black students are hard to handle C17% 9%
Don't know, no response ' : 15%
May Interview
‘Black White
(n = 15) (n = 25)
No problem exists 60% 60%
White teachers treat blacks dif-
ferentially. , 4og 12%
Black students are hard to handle 0% 282

Black students were considerably less satisfied with relation-
ships with white teachers in May than they had been earlier; they
no longer blamed themselves for these difficulties, but had come to
think that the responsibility for discord was completely the teacher's.
White students, on the other hand, were less critical of feachers'
treatment of black students, and more critical of the students than
'they had been previous.y. Both these patterns may indicate that
white teachers grew more firm with black students as the year pro-
gressed, and that white students tended to approve and blacks disap-
prove of the change. Another possible interpretation is that some
white teachers behaved in prejudiced ways toward black students,

but that most white students did not recognize this, or even approved
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of it. Perhaps other data on race relations between students would
’tend to support tile former notion rather than the latier; whites
seemed to be someuvhat afraid of black students, and might feel con-
siderably more comfortable in a class where the teacher exercised
firm controls.,

One other question in the May interviews (in the section on .at-
titudes toward curriculum) revealed some difficuities between black
students and white teacners: of the students who said.that they had
had a cldss which was more or less worthless, 32% of white students,
but only 9% of black students, tried to talk to their teachers

about it,

May Questionnaire Data

Studenls had strong positive attitudes in their responses to

the following:

Question Mean Score

*34, The relationship between students and teachers

at Adams is better than at most schools hoh

¥39, I know at least some of my teachers quite well as
people : ' h,1

51. I dislike calling teachers by ‘their first names 4.1

58. The teachers seeﬁ to get zlong better with black
students than with white students. - k.o
49, Teachers ignore the way white students disrupt
the class 3.9

69. Too many teachers let - white students get away

with murder : z.8

*¥70. I admire and look up to my teachers 3.7
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Students as a whole seemed to have formed good relationships
with teachers; not only did they think that relationships between
students and teachers were better here than at other schools, but
they had formed personal friendships with them. They admired their

‘teachers, as well as liking them. Students as a whole appeared to
be saying that teachers did not favor students from one‘ race over
another: while teachers did not get along better with black stu-
dents, neither did they seem to' allow white students to break rules,
or to disrupt the class.

However, when these statements are examined from the point
of view of difference in attitude between black and white students,
quite another picture emerges. There was substantial agreement on

four statements, but substantial disagreement on three:

Suestion Diff B 2

*¥3l4, The relationship between students and
teachers at Adams is better than at
most schools : 2 4.4 4.5

*¥29. I know at least some of my teachers
quite well as people d 0 4.2 4

*70. I admire and look up to my teachers 30 3 37
51. I dislike calling teachers by their
first names 30 3.4 3.7

58. The teachers seem to get along better
with black students than with white
students } , 6 3.5 ‘4.1

69. Too many teachers let white students

get away with murder 6 3.4 40

49, Teachers ignore the way white students ‘
disrupt the class 1.4 2.8 L4.2
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Those statements which did not refer to race relations, and
which dealtwith views of the student-teacher relationship as a
whole, or with the feelings of the individual respondents, were
very similar for both black and white students. Both groups ap-
parently did feel quite fond of their teachers. However, neither
group had the same view of how teachers treated them. Whites felt
that they were not allowed infractions in the classroom, but blacks
were not so sure. Whites, however, did not think that teachers got
along better with blacks; neither did black students, but pet as
strongly. A possible interpretation of these apparently rather con-
tradictory findings is that white students had stronger opinions
that teachers were fair in their treatment of all students; that is,
that they felt, by and large, that teachers were handling class-
room situations with justice. Black students, though, seemed less
secure, less in agreement with the ways teachers handled students.
(Compare these findings with the relative uncriticalness of white
students in responses to the interview question dealing with teacher-
student race relations.) It should be remembered that the proportion
of black teachers in the school is sﬁall; students, then, were
mainly discussing behavior of white teachers.

Students as a whole indicated somewhat less positive at-

titudes to the following cluster of statements:

Spestion Mean Score
64. Many teachers are too radical in their views 3.5

43, The teachers expect more achievement from the

white students than fiom black students 3.4

61. Too many teachers let black students get away
with murder 3.4
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hen these questions are analyzed in terms of differences in

attitudes of black and white students, the same pattern emerges:

Question Diff B ¥

64. Many teachers are too radical in their

views A4 3.2 3.6

43. The teachers expect more achievement from

white students than from black students .7 2.9 3.6

61. Too many teachers let black students get
away with murder . ' | 1.4 4.5 3.1

Again, those sfatements_which deal with how teachers treat
students of one race or the other caused substantial disagreemeat be-
tween whité and black students. .However, black students showed no
uncertainty about how they themselves were disciplined: they denied
very strongly that teachers tolerated their misbehavior,'while white
students tended to think so. Black students did apparently feel
that even though the& were not allowed to misbehave in class, not as
much was expected of them academically. It is possible that again,
blacks did not feel as sure about what was axpected, or as confident
that teachers were seeing them as equal to whites, The strength
which they denied preferential treatment would tend to indicate
that, if anything, they felt discriminated against as far as teacher

expectations for bhehavior were concerned.
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'Summary and Conclusions

The relationships between students and teachers were certain-
1y one of the strongest aspects of the school. Teachers were per-
ceived as helpful; trusting of students, and generally well liked.
The few difficulties that seemed to exisf between teachers and stu-
dents seemed to be related to race--students of both races tended
to think that teachers may have treated the other race preferen-
tially, and black students seemed slightly less approving of teach-
ers than whites. It should be remembered, however, that even where
disagreements existed, all students, both black and white, gave
much indication that their relationships with teachers were close
and rewarding. The majority of all students, both black and white,
felt that no race-related problems existed between students and

teachers,



Attitudes Tovward Curriculum

Interviews -- Comparison of the Data -- December to May

The major change in attitudes about curriculum over the year
as revealed by the interviews was that the curriculum was simply
thought about more as the year progressed, In December, for example,
very few students mentioned "General Education" or "different
approach to teaching" or the like when asked what made Adams different

from other schools; that number had doubled by May:

Question: Adams was planned to be different from other schools.
Do you think it's different? In what way?

Percentage responding "General Education' or "curriculum"

A1l (n=13%3) Black (n=23) White (n=110)

December 10% 11% - L
May 225%(n=40) 16%(n=15) 33%(n=25)

While more students in May were aware of the curriculum as
being an innovative aspect of the school, this did not mean that
they liked that difference more than they had. On the contrary,
student opinion of General Education was lower in May than it had

been in December:

Question: Adams was planned to4be,different from other schools.
Do vou think it's different? In whaet way? Is it a difference

you like?

December Interview
Percentage of responses out of those who mentioned "General Education"
as being different.

A11 (n=13) Black (n=1) Vhite (n=12)
Liked difference 92% 100% , 92%
Did not like difference 8% 0% 8%

Mixed view 0% 0% 0%
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Hay Intcrvicw

A1l (n=21 Black (n=8 White (n=13)
Liked differcnce 525 : 505 54¢3
Did not like difference 299 255 31%
Mixed view 194 25% 15%

Almost all respondents who mentioned General Education in December
said they like it; by May, that number had dropped to about half.
Black students seemed to have stronger negative feelings, since

20% of them said emphatically that they didn't like it, while whites
had mixed views--they found some weaknesses, but some strengths,

too.

The May interview included some questions which did not appear
in the December interview, so no direct comparison is possible.
However, responses to these questions show that many students had

complaints about the curriculum:

Question: Looking forward to next year, how can the school help
you better? »

May Interview, all responses (n=49)

Sugges® .18 about improving curriculum
{more 1ucts, organized classes, more

work required, etc.) 57%
No way, it's fine as it is ‘ 20%
More discipline 14%
Other * 9%

Question: Have you had any classes which have been more or less
worthless to you?

May Interview, All Students

All (n=40). Black (n=15) White (n=25)
Yes . 75% T4 76%
o No 25% 26% 2hg
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Question: Vhy?

Percentage nf those who responded "Yes" to previous question

A11 (n=30) Black (n=11) White (n=19)
Didn't learn; material
or class organization at
fault 63% 54 69%
Teacher at fault 20% 35% ~ 11%
My own fault 10% 10% 11%
Other 7% 1% : 9%

-Question: What did you try to dc about it?

"Percentage of those who responded "Yes" to Question 14

211 (n=30) Black (n=11) White (n=19)
Talked to teacher about it 27% - 10% 30%
Nothing 27% 36% 21%
Talked to counselor 13% 27% 5%
Quit attending ' 13% 10% 15%
Other (variety
of responses) 20% 17% 29%

Here rather interesting results are shown: white students
tended to think that a class was worthless because of content rather
than because of the teacher more than did blacks, and wére more
willing to talk to the teacher about their dissatisfaction than
were blacks. Dislike or disapproval of & person is naturally harder
to talk about than the more neutral subject of course content--if |
black students found more to dislike in the teachers themselves
than did whites, it would follow that they would be less likely

to discuss it with the teachers.

The May Questionnaire

Responses to questions dealing with curriculum in the May

Questionnaire could be clustered into these areas in which students

r
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were very satisfied, areas in which they were less satisfied, and
areas in which they felt neutral or negative. OCn the whole, attitudes
toward the curriculum were quite positive; only one statement elicited
a response that showed Adams was really deficient in that regard.
The responses will be presented in those clusters, as they were given
by all students. Then the questions will be pre-examined from tls

point of view of differences between black and white students.

May Questionnaire: Questions relating to the currici: :-

Those Questicns on Which Students Indicated
Adams was Doing Best

Questions Mean Score

S54. The teachers are.usually glad to help me with
my work 4,3

€2, My teachers expect me to put forth my best efforts

in my studies 4.3

47. My teachers respect my parents’opinions about

my education L
20. The teachers care if T come to class or not - 4.0
6. I learn more when I'm not pressured ‘ 3.9
55. I have learned a lot from class discussions 3.9
71. The teachers at Adams don't force me to learn 3.9

14, I enjoy working independently on my own proJjects 3.7

25. My teachefs are usually well prepared for their

classes : 3.7

i

31. In class, I am interested most of the time 3.7

These questions dealt mainly with the rol: «f the teacher in
the curriculum, and three touched upon the aspect of individual

. learning. without great pressure (# 6, 71 and 14). The students



were extraordinarily satisfied with their teachers, and-this should
not surprise us, as attitudes toward teachers have been shown to be
consistently favorable, both in December and May. Students felt

that teachers cared about them, expected much of them, were willing
to help them, and redpected their parents' views, all without forcing
or pressuring them. Evidently students felt a spirit of helpfulness
and cooperation from teachers, which proVided a learning atmosphere
which was free from pressure or force, and students liked these
aspects very much. Classes were seen to be interesting, and class
discussion informative, These responses reveal a remarkable accom-

plishinent on the part of the staff.

May Questionnaire: Guestions Relating to the Curriculum

Those Questions on Vhich Students Indicated
Adams Was uoing Only Moderately Well

Question Mean Score

46, Complaining to my teachers about the classes
doesn't do .any good 3,6

57. I'm not learning as much as I would be in
another school 3.6

2. Compared to last year I am learning more this

year 3.4

68. I have doubts about being well prepared for
college or a job after graduation from John
Adams 3.4

Responses to these statements, are somewhat less enthusiastic
- than the first set, but it should be remembered that they are still
quite positive. Some.-of the worries about learning enough that
were apparent in interview responses can be seen here, too; the
freedom from pressure perhaps had its costs, in making students

feel that they weren'f learning as much aa they might be. Though,
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again, the score was quite positive, evidently corplaining to teachers
goout the course did not bring as many results as students might have
liked. It is possible that too few students tried complaining to
teachers for them to gain confidence in this method (as we saw from
interview data); such confrontations may not be part of the students'

usual expectations of hew they should deal with teachers.

May Questionnalre: Questions Relating to the Curriculum

Those Questions on Which Students Indicated
Adams Was Doing Least Well

Question 4 Mean Score
11. ' T need more direction from my teachers 3.1

16, If a class is boring or worthless, I don't attend 3.0
41. We ought to study the basics more 2.9

38, When I am bored, I talk to the teacher about how
the c¢lass might be made better 2.8

5. I would go to classes more if I weren't so bored

when I do go. 2.7

22, I prefer the kind of class where everyone

participates in the same activity. 2.4

Perhaps the complaints that many students would make about
the curriculum would have to do with a need for more direction, and
more concentration upon basic subjects, since students did seem to
feel least positive in these regards. Howiever, it appeared that
gtudents dealt with boredom and dissatisfaction with classes by
avoiding the class itself, rather than always attempting more
.constructive approaches. These responses were not incompatible
- with the fact that students said they found their classes interesting;
since many of them evidently used nonattendance as a way to deal with
boredom$ if they attended the class, they did find it interesting!



The single way in which classes were unsatisfactory was that
students preferred the kind of class with a single focus or activity,

and in fact many classes at Adams were not organized in that way.

When the questions are examined for differences in attitude
between black and white students, it was revealed thzt, on every
statement except one in the first, most positive, cluster, black

and white students agreed. The one exception was:

Difference Black VWhite

55. I have learned a lot from class .
discussions .8 3.4 4,2

Though the score for black students was above the midpoint, they
were not nearly as enthusicstic about class discussion as a way of

learning as white students were.

Of the four questions on which Adams seemed to be doing moderately
well, black and white students disagreed moderately on two, and sub-

stantially on the other two:

Difference Black White

57. I'm not learni:ig as nmuch as I would

be in another school 3 3.3 3.6

46. Complaining to my teachers about the
classes doesn't do any good R 3.5 3.7

68. I have doubts about being well prepared
for college or a job after graduation

from John Adams .6 2.9 3.5

2. Compared to last year I am learning

more this year _ : .9 2.7 3.6
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¥

Again, the scores clustered around the midpoint of 3.0, but
it was evident that black students felt more insecure about what
they were learning, about their preparation for college, and about
the effectiveness of their complaints to teachers than did white
students. The direction was entirely toward blacks being less
satigfied with Adams than whites.

On the six questions on which students indicated least satis-~
faction, black and white students disagreed moderately on four, and

substantially on two.

Difference Black White

38, When I am bored, I talk to the teacher
about how the class might be made better 3 3.0 2.7

11, I need more direction from my teachers A 2.8 3.2

16, If a class is boring or worthless, I
don't attend ‘ U 2.7 3.

22. I prefer the kind of class where everynne

participates in the same activity s 2.1 2.5

35. I would g0 to classes more if I weren't
so bored when I do go .8 2.1 2.9

41. We ought to study the basics more 1.1 2,0 3.1

More striking than the fact of difference was the direction of
those differences. Blacks felt that they needed more *eacher direction,
that there should be more concentration on the basics, and that more

of the classes should have a focal activity in which everyone parti-
cipated. They decidedly felt that classes were more boring than did
whites, and often simply didn't attend. They were perhaps a bif
more vocal about their dissatisfaction than were whites, as Question
38 suggests, though interview data revealed that blacks less than

whites talked to their teachers when a class was worthless. Black
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students felt they were leas successful in getting a positive response

to complaints, however, as their responses to Question L6 show.

In those areas where overall student satisfaction was least,

black students were considerably less satisfied than white students.

Not only that, they seemed to feel that their attempts to communicate
their dissatisfaction had met with little success, and, perhsps in

consequence, they tended to resort to flight from class.

Summary of Attitudes Toward the Curriculum

By and large, students seemed to be quite satisfied with the
curriculum, particularly with the.way that their teachers conducted
the classes. However, the major suggestion that students made about
how th school could improve was in the strengthening of curriculum,
and 3ome concern over the amount that was learned was pervasive,

even though not severe.

The sc¢hool has done a better job with white students, in terms
of satisfaction with classes, than it has with black students. The
plea for basic subjects and unified classroom activity was strong
among black students., Furthermofe, black students did not seem
as sure a3 white students that their complaints were heard. A
task remains in making black students feel, as much as white students,
that the curriculum is re¢levant to their needs, and that they have

a voice in molding curriculum policy.

For all students, there was indication that there is some need
to strengthen the intellectual content of -the eurriculum. The
challenge to meet is an intriguing, and almost paradoxical onet
the curriculum should be strengthened, particularly in arcas of
basic skills, and expectations for performance of students should
be more stringent, without'destfoying the relationship that now
exists between students and teachers, or greatly increasins the
pressure felt by students. The compromise will be delicate; it
may not even be attainable. However, effecting it is the task we

have set ourselves.
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Attitudes Toward Freedom and Responsibility

Comparison of Interview Data ~~ December to May

In both December and May, the relaxed rules and the freedom
allowed Adams students was the most frequently cited factor dis-

tinguishing Adams from other schools:

Question: Adams was planned to be different from other schools,
Do_you think it is different? In what way?

December Interview

Allv(n=133) Black (n=23) White (i1=110)

Freedom kog 61% Les

May Interview

211 (n=40) Black (n=15) White (n=25)

Freedom 50% hog 56%

A notable shift in the assessment of freedom as the school's
distinctive quality occurred along racial lines, By the end of the
year, fewer black students, but more white students, mentioned freedom.
(Compare this with Question 45, in the Questionnaire section below,
where white students agreed with the statement "Students are trusted
more here.than at other schools" more than did blacks.,) This shift

is perhaps linked to differing attitudes toward the school's freedom:

Question: Adams was planned to be different from other_ schools. Do
- You think it is different? In what way? Is it a difference you like?




December Interview
Percentage of those resvonding "freedom'

Ail (n=65) Black (n=14) White (n=51)
Yes, I like it 858 86% 844
No, I don't like it 75% 14% 6%
Yes and No 5% 0% 10%

May Interview
Percentage of those responding 'freedom"

A11 (n=20) Black (n=6) _  White (n=14)
Yes, I like it 66% 33% 79% -
No, I don't like it 10% 17% %
Yes and No 243 50% 143

Evidently black students experienced greater ambivalence about
freedom as the year progressed than did white students. Not that
black students condemned the freedom altogether; rather, they had
come to see both good and bad aspects of freedom. (Again, an
interesting comparison can be made with GQuestion 7 below, where
white students agreed more than black students that they had learned
to handle ulie freedom Adams gave them.) Perhaps it was because their
attitudes toward freedom were more mixzsd in May than in Decémber,
they mentioned it less as making the cdifference in the school. These
responses, conjoined with the black students' increased reference to
the curriculum in response to the same question (see the section on
attitudes toward curriculum), suggest a possible hypothesis: black
students may !ave experienced a growing concern about their class-

_room achievement and attributed come of their Jdifficulties there
to the freedom they were given. fbr example, they may have felt
that it would have been better for them if they had been forced
bylthe-administration to attend classes. (This hypothesis seems
to be supported by the fect that black students agreed more than '
white students with the statement "I think there should be more
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pressure put on students to get to class", as well as the statements
"If my teachers were more strict, I would probably learn more," and
"Adams teachers ought to be more strict" in the Questionnaire section
below, )

A similar pattern seems to be revealed by responses given on

how free time was used:

Question: How do you use vour free time?

May Interview

Black (n=15) White (n=25)

Reading, studying, v1sit1ng a class 52% 60%
Talking, relaxing Log 16%
Have no free time 0% 12%
Other responses 8% 12%

White students said they used their free time in school work
more than blacks did, and less in relaxing. Furthermore, white
students, more than blacks, said they had less free time. This
represents a real choice on the part of white students, since the
normal student load assured some free time for all students--conse-
quently, the 12% of white students with no free time have chosen
to take extra classes or other respon51b111t1es to fili up their
spare time, Tt appears that white students have learned to manage
their time more productlvely than black students, either by cormitting
themselves to other activities on a regular basis, or by using their

spare time for academic pursuits,
May Questionnaire Data s
Many.of the scores on the questions concerning school freedom

seem puzzling, The following responses seem to be an endorsement
of that freedom.
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k5.

59.
7.

12,

Students are trusted here more than at other

sciools

Students ere trusted too mueh here

I have leavmned to hanclie tihe freedzm Adams gives

me

I wy teachers were more strict I would probzbhly
J

learn more

Adsnms teachers ought to be more strict

¥-rm Score

s

3.9
3.9

3.8

3.7
3.6

Apparently, not only did students sense that they enjoyed

greater Triost thaa studznts at other schools, they also displayed

a strong positive attituie towards that trust. Further, they felt

that they, personnily, had become able to cope with their freedom,

In line with this, they felt that a greater striciness from their

teachers would not help them learn, nor is =+ in general desirable,

Yet, another set of responses seem to : precs some fears of

freedom, ‘
Question Mean Score
65. There are too many kids in the halls here 3.2
42, There ought to be more order in the school 2.1
67. Students misuse free time, like spending all
their free time in the park 2.9
17. There is too much freedom at this school for
many students to handle 2.8
23+ I think there should be mcre pressure put on
students to get to class 2.8
65. Students get away with too much, like gambling
&nd smoking . 2,6
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Ouestion (continued) : Mean Score
26, Too much fre:. - - .° thrown at the students
~ all at cnce this year 2.6

Students expressed some slight feeling that managing their
freedom is a perilous'learning experience, and, though they, per-
sonally, succeeded, a sizeable portion of their peer éroup did not.
As illustrations of their fellow students! failure to manage their
freedom, they conceded that too many kids roamed the halls, misused
their time, and broke school rules with impunity. Thus students
seemed somewhat inclined to conclude that there should be more .
order in the school, Their lukewarm endorsement of scme forcing

of students into the classrooms seems to be an exanple e¢f this.

Part of the discrepancies between the responses seems due to
the differences betiween the perception of oneself and of others.
Equally important, the call for order without strictness and the
desire for trust coupled with some fear of freedom suggest that
the students were more concerned with the attitudes their authority
figures have towards them than with the permissiveness of the insti-
tution. Apparently, they thought themselves deserving of trust and
wished to be thought of as such, but felt the need for guidance
though not of an authoritarian sort. (This hypothesis receives

some corroboration from the section on student-teacher relations.)

On those statements which received the most positive responses
by students as a whole, black and white students moderately disagreed

on four statements and agreed on one:

O T

Questior Diff. _B W

59. Students are trusted too much here o1 3.8 3.9

* 7. I have learned to handle the freedom
Adams gives me 5 3.4 3.9
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Nuesticn {continued) Liff, B v
12. If my teachers were more strict, I would
probably learn more : .5 3,3 3.8
53. Adams' teachers ought to be more strict ) 3.2 3.7
#45, Students are trusted here more than
at other schools - .6 3.4 4,0

Consistent with the results of the interview, black students
indicated that they had less sense than the white students of
receiving more trust at Adams, and also that they, personally,
had more difficulty coping with their freedom. Perhaps in conse-
guence they were more inclined than white students to think that
greater strictness would be beneficial. Yet, like white students,
they didn't think they were trusted too much. Again, this may
reflect that, for the student, trust is an attitude based on a
belief in a person's goodness (e.g. his honesty) rather than in his

maturity and autonomy.

In regringses to the questions receiving less positive scores
for the stunsmts as a whole, black and white students substantially

disagreed on two, moderately disagreed on three and agreed on two.

sy Diff B W

3

Question

67. Students misuse free time, like spend-
ing all their free time in the park .2 2.7 2.9

66. Students get away with too much, like -
gambling and smoking L3 2.6 2.9

26. Too much freedom was thrown at the

students all at once this year LU 2.3 2.7

17. There is tbo much freedom at this school

for many students to handle <5 3.2 2.7

23, I think there should be more pressure
put on students to get to class 5 2.4 2.9
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Question (continued) Diff, W
42, There ought to be more order in the
school o7 2.5 2.2
65. There are too many kids in the halls
here 141 2.4 345

Out of 21l the questions on freedom the greatest difference
in attitude between Black and white students had tc do with students
in the halls. While white students seem not much bothered by it,
black students strongly dislike the many students in the halls.
Lecordingly, black students more strongly urged that students be
pressured into their classes, Consistent with this and with the
greater support of increased strictness, the black students felt
more strongly than white students that there ought té be more order,
The interpretation of this data is problematic. It might seem that
the black students were more critical of other students' behavior
than were white students. However, it is not clear whether the
eriticism was directed primarily at other students or at themselves.
After all, the black studepfs seemed less sure of their own ability
to cope with their freedom. And yet, out of these questions, the
black students gave their strongest response when they agreed less
‘than the white students that there wrs too much freedom in the
school for many students to handle, All this raises the question
of whether black and white students differ in the way their self-
perception contrasts with their'perception of others., Perhaps this
problem can be sidestepped, for it may be that black students were
troubled not so much by thé amount of freedom as by the lack of
clarity of expectations. In any case, obviously the responses
indicate a need to try to understand black students' attitudes

towards authority and autonomy.



2urmary and Conclusions

On the whole, students said that they were relatively comfortable
with the lenient m.les at Adams. However, the added freedom, espe-
cially as it was perceived at the beginning of the year, accompanied
by the expectation that students make conatructive use of their time,
appears to have produced some anxiety, especially among black students.
But in view of the strength of ¢ie students' responses, their fears
regarding schocl freedom should not be overrated. More important
is the problem of not misunderstanding their fears. The students
showed a strong positive attitude regarding the trust they receive,
and thought that, though it was difficult, they learned to cope with
their freedom. Most of the data suggests that their primary fear
was that other students could not handle the freedom. However, as
a whole, they certainly did not think that greater strictness was
a solutiori. Greater pressure to get students to attend classes and
to maintain order was thought desirable, especially among black

students.

Jore explanations of apparent inconsistencies have been ventured.
One possible source of confusion stems from the discrepancies of self-
perception versus the perception of others. Another hypothesis is
that the trust students seek implies a certain attitude in the
teacher but not a policy of non-interference. It was also suggested
that, particularly with the black students, the anxiety might be due
to ambiguity rather the.: permissiveness--the ways in which students
were in fact held accountable may have come as a surprise to sone.
In this regard, it should perhaps be remarked that the temptation
to voice the cliche that black students as a group tend to suffer
from lack of "inmer controls” should be avoided at all costs. The
obvious responsibility that the school must undertake is to seek
to understand more clearly just what black students' attitudes
towurd sel f-governance are, rather than to make assumptions about

their relative insbility to cope with it.



STAIDAnDIZED TEST DAT:

fdams Hich School participated in the remular city-wide
testing program during the month of October, administering the
TiP battery to ninth and eleventh graders, ani the SCAT to tenth
gracders., The TAP battery produces a set of standardized achicvement
scores in the areas of Reading, Composition, Mathematics, Science,
and Social Studies. The SCAT test is an aptitude test, producing

standardized scores categorized as Verbal and Cuantitative.

Standardized test scores from a single point in the year are
not sufficient. They merely give a reading of the state of the
school at that point. For the purpose of comparisons, Adams ad-
ninistered a different standardized test, the'California Test of
Basic Skills (CTRS), during the month of llay, It was necessary
to give two different tests because the TAP and SCAT tests only
have Portland norms for the fall of the year. Portland norms for

the spring were available only on the CIBS.

However, comparing different tests is difficult. The CTR33
vields ten separate séores, which can be grouped into four sets:
Language. Composition, Mathematics, and Study Skills. After
careful discussion with the research director of Area II (the
former city-wide test coordinator), we determined that the best
comparisons would be between the reading and mathematics sections
of the TA® and CTBS, and between the verbal and quantitative sec-
tion of the SCAT and the reading and mathematics section of the

CTBS. There are substantial shortcomings in reporting the data

this way, but it is the best that can be done.

The scores are reported in the form of P scores, or standard-
ized scores for Portland, adjusted and tiansformed so that the
mean score is 50, and the standard deviation of the scores is 10.

Since the two tests are normed for different times of *he year, if

the students at Adams are making normal progress, compared to other




RE

»igh schools in the city, 1.2 2 scorcs should remain the saime.

In discussiong with tt: reseazrch director for Arez II, it was
uncovered that the norms .¢. the TTBES were not good for the city as
a whole. The riorms werc developed based only on the Lincoln High
School population, one which is above average ¥ir the city as a
whole, anc above the average of the Adams population. Throuszh
some simple mathematical techniques we deteimined that a correction
Tactor for the Adams scores of approximately three standard score
points would make th: spring scores theoretically comparable to the

i'all scores. The charts include this three point correction factor.

In an effort tc report the data in some form which could suggest
an answer ¢ how Adams did last year in terms of standardized test
scores, we sclected a sample of the total school population, ident-
ified ‘their test scores for the fall and the spring in Jjust thouse
sub~-tests for which comparisons seemed at all valid, and calculated

an average test score for the samplc.

Due to a large variety of reasons Adams High School was unable
to gather standardized test data on some of ité students. At the
time the fall testing was scheduled, the school was only barely
settling down from its opening problems. Ifany students were missed.
In the spring 6f the year there were not enough test materials to
give the test entirely at one time and we attempted to give it to
smaller groups of students and spread the testing over a month of

school. This simply was ineffective. Lo

The problem of collecfing standardized test data was further
complicated by the value Adams pléces on freedom and the right of
students to make choices about activities which affect them. 4
aumber of students in the spring, possibly conditioned by past
<xperiences of test data being used in punitive ways, deliberately
refused to take the test. Ve support their right to make that de-

cision and regard it as our responsibility %o demonstrate to them
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that standardized test data can te of some value to them, as well

as to us, in planning an ecucational experience which is of the
greatest possible value to them. Furthermore, to force them tc take
the test would badly distort the resulting data. A& student can very
zasily subvert a test. Ve prefer to have fewer students take the
tests and be confident about the validity of the scorés, than to
force students to take the tests and blind ourselves to the gross

inaccuracies of much of the data so collected.

The data which we ar-: reporting here is best interpreted =as
data on students who were willing to take the tests. It represents
not so much a statement about the total £dams population, as a
statement about the members of the Adams population who are test-

takers.

Interestingly, cince we started with a random sample in identi-
fying data for this report, we can determine the nature of the pop-
ulation who are test-takers. As might be predicted, they are large-
ly those who take tests well, those with P scores in the 50's and
60's., However, vo a very large degree those who take tests very "
very poorly, those with test scores in the 20's and 30's, also plod-
ded through both sets of tests. It was the low-average group, with
scores_in the 40's, who, in particular, tended not to take the spring
test. To push a point a bit, they likely know that they don't take
tests well, and they have a strong enough sense of themselves to

act on that knowledge.
THE DATA
Given, then, that the data reported applies only to the portion

of the Adams population who were willing to take the tests, the re-

sults appear as follows:
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TEAIT TEST ZCOL=5 OF & SUIIPLE CF 3TUDENTS “'H0 TOOK BOTH
PALL AL GPRITIG STY:LV.FDIZED TESTS

October May
r .
Reading 45,7 45,3 n=35
athematics 48.6 48,2 n=32

As can be seen from the chart, no significant differences
appeared in the test scores, which would indicate that these stu-

dents were progressing normally compared to other high school

students in Portland.

A further analysis of the data revealed that a majority of the
students either maintained their levels of performance or showed

some improvement during the year,

FREQUENCY OF STUDENTS SHOWING GAIN OR LOSS IN THE TEST SCOFES
EETWEEN OCTOBER AND ITAY

Maintained or

Improved P-Score Showed Decline
Reading 587 Lo
Mathematics 6073 4o;;

Since the sample is representative of the population of test-
taling students at Adams, we can generalize to that population.
Students who entered Adams with the ability to do well on standard-
ized tests progressed normally and contimied to do well. Those vho
entered doing very poorly tended to contin:z to do poorly. Ve do
not know about those in-between.
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It should be emphasized that standardized tests measure a very
limited range of the skills anc¢ competencies vhich students learn in
schools. Hore than z little of the resictance to taking the stand-
ardized tests (resulting in the viased sample) was a legitimate
feeling that standardized tests werc not appropriate For the im-
portant objectives of Adams High School. /. careful censideration

of those objectives {cne section I ) will confirm this view.
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UNOBTRUSIVE DATA: '
ATTENDANCE, WITHDRAVALS, VANDALISH, GLASS BREAKAGE, SUSPENSIONS

INTRODUCTION

To gather what students report as their attitudes toward the
school is one thing. To infer their attitudes from their actual
behavior is another. In an effort to detcormine actual student atti-
tudes, we attempted to compare the record of Adams to a control group
of other schools in such areas as vandalism, glass breakage) attend-
ance, suspensiéns, and the drop-out rate. Comparisons are particularly
difficult because Adams did not have a senior class, and figures are
not available in the district categorized by class. Nevertheless, we

are reporting our own figures here, with the'intent of future comparisons.

THE DATA

Attendance

The official attendance figures for last year show: _ Control Group
Adams Mean

A.D.M. (Average Daily Membership) 1251 1973

A.D.A. (Average Daily Attendance) 1042 1773

Difference: Average Daily Absences ' 209 203

Percentage Daily Absences 16. 7% 10.35

In terms of overall school attendarnce Adams appears to have done
less well than the control group of schools. These figures are very
difficult to interpret because of the vast differences in attendance
reporting prpcedufes trom school to school, and the differences in the
amount of effort put into obtaining an accurate daily count. Ve hope
to be able to make more careful comparisons in future years. We have

tightened up considerably the attendance procedures at Adams for 1970-71.




Withdrawals 95

Control

Group
Category : _ Adame Mean
Transferred to other high schools in the district 111% 54
Left city or state ' ‘ 76 122
Legitimate reasons: work, evening school, medical 85 110
Permanently excused by School Board action 11 4o
Expulsions 1 1
Accidental death 1 0
Other 14 83
Totals ' 299 410

*This unusually high figure for Adams was caused by a large number of
illegally enrolled students who were transferred to the correct school
early in the year,

Again, we do not know yet how to interpret these figures since
Adams 1écked'a senior class, and there is no correction of figures
for different sizes of enrollments. None of the figures seem partic-
_ularly unusual or revealing that anything at Adams was out of line,
except that a very large number of students attempted to enroll at
Adams instead of in their district high school and had to be sent back.

Glass Breakage and Vandalism

Since glass breakage is reported Separately from other vandalism,
the following chart compares Adams to the control group in both
categories:

Glass Breakage Vandalism

Reported Acts Cost Reported Acts Cost
Adams . 7 $ 68.00 79 $2951.03
Control Schools (mean) 30.7 $792.06 46.1 $1778.3%9

Substantial caution is suggested in interpreting these figures since
considerable discretion is allowed by custodians in deciding whether an

act was vandalism or an accident. It is well known that many mistakes
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are made; for example, fallen young trees were reported as acts of
vandalism at Adams, -vhen it turned out later thal a teacher had
observed them being blown over in the wind.

Nevertheless, the figures are interesting. Glass breakage was
lower at Adams than at any other high school in the system, at least
in terms of replacement cost. In overall vandalism, however, the of-
ficial figures showed Adams ¢onsiderably above the control group mean.

The reports of the head custodian and the administrative vice-
principal provided an interesting contrast to the official figures.
The problem of vandalism at Adams Highk School was reported as generally
"not extensive". Theré were 79 reported repairs and/or replacements
attributed to vandalisﬁ. The head custodian and matron listed as most
serious the following:

1. Theft of five fire extinguishers

2. Telephone inter-com sets in class rooms: removal of mouth

and ear pieces and cut cords

}. Removal of toilet paper dispensers and towel dispenser in

lavatories |

4. Removal of napkin dispensers in girls' lavatories

5. Removal of ceiling tiles in toilets and some classrooms

6. Removal of spriﬁkler heads in lawns.

The head custodian noted that there was very little damage to
walls, very little defacement, and very little window damage, which
is very serious in most schools. He also noted that most of the
vandalism occurred very early in the year and thus far this year,
there has not been a repetition.

We have no way of explaining the discrepancy between the reports
of our custodians and the official figures. We particularly would
have liked to look at figures month-by-month to see if indeed mdst of
the damage was done early in the year. We hope to have better data
next year. We would like to see better standards established for
reporting vandalism throughout the district so that figures between

schools are comparable.




Suspensions at Adams

Offense Total for 1962-1970

* Attendance 70

* PFighting ‘ : 20
Cutting Classes 18
Assault 18
Gambling 8
Misconduct 6
Auto Viq}ation 5
Smoking in Building 5
Insubordination 1
Total Offenses ' 151
Total number of different students suspended ‘ 100

*The vast majority of the assault/fighting suspensions occurred
in the first quarter of the year. In many cases the student was
suspended for combinations of different offenses, e.g. gambling/
attendance, cutting/fighting. All were reinstated with the exception,

of one.

We do not know how this data compares with that of other schools,
as such information was not available.

CONCLUSTON

In spite of the effort spent in colleéting this data, very few useful
insights were derived. We do regard such data as attendance, suspensibns,
and vandalism rates as potentially very useful, but inconsistencies in
collecting and reporting the data have made proper interpretations
difficult. We hope for better data in the future, and where Adams

seemed particularly out of line, we have taken some action for 1970-T71.
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DATA ON SPECIFIC PROGHAMS

Adams hopes in the future to be able to gather systematic data
about each of the different programs in the school. Due to limited
personnel and resources, little of this could be done during 1969-1970.
However, we were able to gather data on one experimental program,

lork Experience. We present that*here.

INTRODUCTION

The Vork-Experience program, a developmenta? project, began at
Roosevelt High School during the school year of ‘?968-1969 and was
transferred to John Adams during the academic year 1969-1970.

The Viork-Experience program was an attempt to provide a different
educational environment for the "non-coping" orv"marginal" student.
These students were identified from the total student population as
belonging to one or more of the following categories: economically
disadvantaged, physically handicapped, sociall& dysfunctional,
vocationally oriented, and/or behaviorally,: a problem. Although

these students were not selected by standardized test scores, as a’

- 8roup they possessed a Stanford Achievement mean of the 30t per-

centile, based on publishers national norms.

Three hundred and twelve students were involved in the V-E
program during the school year; 84 of these students eventually
dropped from the program; 72 students were hired into the summer
program. The highest employment was 146, Of this group 573 were
black students; of significance because approxlmafely 25% of the
Adams' school population is black.

The Program

‘The students attended class half-time and worked the remaining
half day on the Jjob. ‘- This proportion sometimes varied with individual

students. Even though some jobs provided training for more responsible
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positions, in the main the students were paid wages for services
rendered. In most cases the V-E director counseled the job appli-~
cants before and during job assignments with the goal of making the
student more employable anq more satisfied with his high school
education. This program also included large-group meetings, and
overnight field trips chaperoned by a counselor or other youth
vorker. From three to ten Lewis and Clark College students were
available for personal case work with the W-E étudents through a

special cooperative program.

Since most, if not all, of the students involved in W-E never
acquired in the classroom, all the social skills that are important
to prospective employers, it was hoped that the job experience might
foster and nurture these skills. Consequently, the program hoped to

find answers to the following questions:

1. Does successful job experience translate into successful
school experience as measured by attitudes, quality of
work, and attendance?

2. Will significant employment result in behavior modification
(acceptance of social skills) that transfers to the school
environment?

MEASUREMENT TINSTRUMENTS

Teacher Report Card

A random sample of forty W~E students were selected to evaluate
attitudes toward teachers. These students were instructed to rate
their teachers according to a prepared twelve-item rating scale.
While some students rated only one teacher, others rated as many
as six. Of the forty students selected, twenty filled out the
Teacher Report Card. VWhere A = 4,0 and F = 0.0, the results were:
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Student Attitude Toward Teacher

4,0 to 3.0 13 responses or 657
2.9 to 2.0 4 responses or 207
1.9 to O 3 responses or 15%

Since this population consists largely of "losers" in the
typical educational system and those who have had little regard
for education or teachers, the absence of a random sample seems
less important. It appears to be significant that so large a
percentage would regard their relationship with their instructors

as favorable,

Employer Questionnaire

Nearly all the employers (in this case 60) were sent opinion
forms and 41 of the 60 responded -~ approximately 653. The responses
were separated into those who appeared satisfied, and those who did
not. The results were:

Satisfaction with program 23
Dissatisfaction with program 7:;

While again the sample was not random, the enormous percentage of
satisfied employers would tend to indicate that students on the Jjob

were behaving acceptably.

It appeared, then, that some signifiéantly positive attitudes
toward teachers were apparent among the W-E students, and that
employers were satisfied that the students had the necessary social
and technical skills to perform adequately on the job. The issue
" became, to what degree did W-E account for this, and to what degree

was a self-selection process going on.

In an effort to assess this, we selected two samples of students,
twenty who entered the W-E program and remained in it the entire

school year, and twenty who entered the program but dropped out by
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mid-year. uwhile these groups are not coriparable in any strict
sense, a ccrparison between them of school performence: attendance
and graces should suggest some possible answers to whether any of

the effects of V-E carry over to the school context.

Attendance and Grade Patterns

Group A (n=20) Group B (n=20)

Remained in VW~E program  Dropped H—E program
entire school year by mid-year
Increased 4g 3500
Attendance 57 remained
the same
Decreased 55% 607
Attendance
Credit in
Gen-Ed :
all - Loz 353
Partial bos; 355
No Credit 2058 3073
Total absence 428 days 704 days

as a group

From this data one can infer that the W-E program did make a
small difference in the performance of the "marginal'" student who
stayed with the program. This differénce is rather striking, however,
when one compares the total days absent for each group. The W-E group
at least were absent from school far less, It remains to be seen
whether future data will indicate any more significant effects of

lork Experience.
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STUDENT BEHAVIOR AT HOME: . PARFNT INTERVIEYS

INTRODUCTICN

During the school year much was done to work with parents to
explain the nature of the Adams program and to involve them in the
activities of the school. Still, it was difficult during the year
to gauge the degree of support for, or opposition to, the Adams pro-
gram. A systematic attempt to'determine parent opinion seemed in
order. '

In addition we were able to observe and evaluate student be-
havior in .the school. We were interested, however, in the degree
to which behavior learned in school carried over to non-school situ-
ations, particularly the home.

The ideal approach seemed to be to combine these two concerns,
to interview parents about Adams by requesting evidence about the
changes in the behavior of their children since attending Adams.

A set of questions were developed which asked about eight areas of

student behavior at home. If the parent reported a change, she was

asked to rate the influence Adams had on this change. Interviews

were conductea with a random sample of seventy-eight of the parents
- of Adams students.

The interviews were conducted over the telephone by ten members
of the Parent Teacher Student Association of Adams. This was done
to minimize bias. The best interviewer of an Adams parent should
be another Adams parent.

If the sample were perfectly random, findings which were true
of the sample would with high certainty also be true of all of the
students of Adams. This sample is biased somewhat. Some parents,
very few, refused to answer the questions. Some other families do
not have telephones. This was true of two parents in the original
sample. Nevertheless, the percentages which are true of the sample
have a high likelihood of being true for the total Adams population.

One key point, however,'must not be overlooked. We do not have-.
comparative data from another high school. It is possible that
any other high school would get roughly the same results if it ad-
ministered the questionnaire. That will have to wait for future
Years to determine, '
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THE FINDINGS

One note: In the following report the listing of the questions to
which parents were asked to respond is phrased in the
masculine. Obviously, if the child under discussion was

feminine, the interviewer used feminine pronouns.

Question 1

Thinking back over this school year, have you noticed any dif-
ference in the way your son accepts responsibility? For example,
can he carry through on tasks you expect him to do without your
having to keep at him? Does he volunteer to do things which he
knows need to be done?

Could you describe an incident or example that you think illus-
trates this change in his ability to accept responsibility?

What effect, if any, do you think Adams had in bringing about

these changes in the ability to accept responsibility?

The Responses

NATURE OF THE CHANGE

voorw .. Better Worse Same

Adams caused 15 8

EFFECT ‘ —

OF Adams had some effect.. - 5

ON THE Adams had no effect -1 2

CHANGE '
Don't know , e 2 —
TOTAL : 28 12 38

The Summary

At first glance it does not seem impressive that only fifty-
one percent of the parents interviewed noted a change in the ability

of their children to accept responsibility after this past year of
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Questicaal

The Summary (contd.)

school. Included in the 40 interviews that reported change are
children that made positive and negative changes. It is within
this group of intervieﬁs, the ones that noted some change, that we
can ses some encouraging comparisoris.

First, of those that showed a change in the ability to accept
responsibility, 28 showed a positive change and only 12 showed a
regression, It is gratifying to note that of the 40 interviews
showing change, 70% felt that the program at Adams had in some way
helped tec bring about the positive change.

It is interesting to note that of the total 78 interviews, only
8 bérents felt that Adams had caused a regression in the students'
ability to accept responsibility. In othér words, over 89% of
the parents interviewed felt that Adams had not adversely affected
their childrén. 25% of the parents felt that Adams was specific-
ally responsible for helping their children to grow towards be-
coming more responsible peopie.

Question 2

Have‘any of the things your son has done or said during the
past school year given you an idea of what he thinks or feels about
himself? And how is this different, if at all, from the way he used
to feel about himself? For example: Does he seem more or less sat-
isfied with what he does? Is he happier?

Could you describe an incident or example that you think il-
lustrates a change in how he feels about himself?

_ What effect, if any, do you think Adams had in bringing about
this change in his attitude toward himself?
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Question 2 (contd.)

The Responses

NATURE OF THE CHANGE

Better ‘Ylorse Same

Adams caused 35 5

EFggCT Adams had some effect 6 2

ADAMS ,
Iy 1

\ N THE dams had no effect

CHANGE Don't know 10 2 —

TOTAL _ 49 11 18
The Summary

Several comparisons are possible here, First, the total number
who changed (either for the better or for worse) vastly overshadowed
those who did not; 60 changed, while only 18 barents reported no
change, For some of those 18, of course, the child was already
happy and satisfied. Secondly, of those who changed, those who
changed for the better vastly outnumbered those who became worse.
Forty-nine parents reported their sons or daughters seemed happier
and more satisfied, while only 11 reported that their siblings were
less happy.

Of the 60 students who changed, parents of 46 of the students
attributed the change to Adams. Only one said fhat Adams definite-
ly had no effect, while 1% were unsure, Of the 46 who reported
that Adams affected their sons or daughters, 39 reported that the
change was for the better; only seven reported that Adams caused
dissatisfaction and unhappiness,

In percentage terms these figures are perhaps most striking.
Adams waé reported to have had an effect on the happiness and satis~
faction of 69% of its students., Of the 46 students that Adams af-
fected, 85% were affected in a positive direction (toward greater

happiness and satisfaction), Only 15% wer: affected negatively.
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Question 3

Is your son more anxious and tense now than he was in previous
school years, or less so? For example does he have more trouble
sleeping, does he eat less well, does he continually seem upset?

Could you give soﬁe examples to illustrate any differences you
perceive?

What part, if any, do you think Adams has played in this change?

The Responses

NATURE OF THE CHANGE

Better VWorse Same

Adams caused 20 b
EFFECT
OF Adams had some effect 7 5
ADAMS
ON THE Adams had no effect 2 1
CHANGE ‘
Don't know 6 2 —
TOTAL 25 12 27
The Summary

Combine & new school, new friends, new faculty, with an exper-
imental curriculum and a potentially tense and anxious situation for
students is created. Yet 83%% of the parents interviewed felt that
‘their children had either become less tense and more relaxed, or
at least remained the same, compared to previous school years.

It is interesting to note that 57% of the parents that report-
ed a change in their students felt that Adams had helped to reduce
the anxiety and frustration., Only 12% of the parents said that the
program at Adams had caused greater frustration for the students.
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Question 4

Does your s + ¢ arer sense of what he wants teo “e in
life, of what his guulis are, than he had at the beginning of the
school year or last year? For example does he know now that he
wants to go to college, or that he wants to run a business, or
that he wants to help people, whereas previously he hadn't thought
about it?

Could you give an example which you think illustrates this
change in his goals?

What effect, if any, do you think Adams had in brlnglng about
this change in his goals?

The Responses

NATURE OF THE CHANGE

Better Vorse Same

Adams caused 19 3.

EFFECT

OF Adams had some effect 5 1

ADAMS '

ON THE Adams had no effect 4

CHANGE :
Don't know ) _ —
TOTAL ' 31 4 41

The Summary

This question posed a number of difficulties in interpreting

the parent's responses. It was difficult to judge a change in a
set of goals, or the desirability of a chosen career, or the uncer-
tainty about a future occupation as being either "better", "worse"
or the "same". Below are four situations that occurred on the in-

terviews that explain the problem in classification of parent re-
sponses,
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Question 4 (contd,)
1. Is it necessary, or even desir‘le, for a high school student

to have his goals for life planned in the 9th, 10th or 11th grade?

2. A high school freshman gives up his dream of‘being a "fireman"
and now is confused about what direction he will take in life. In
our interview classification system this situation would be classi-
fied as being "worse" because he has no goal direction. However,
this student might have grown a long ways towards maturity when he
gave up a childhood fantasy and started to look seriously at himself.
This growth could be positive. If the student had grown stronger

in his childhood dream of being a "fireman!' on our scale,this would

have been classified as "better" yet it might be a negative growth
pattern.

3. Is it '"better" or "worse" for a student to change his mind from
a career that would have included college to one that would not re~
quire a college degree? -Many parents expressed concern if their
child did not show interest in college and consequently gave nega-
tive answers to this question if the students goals did not immiude
college. A few parents expressed concern for they felt that Z&dams'

teachers were telling students that college was not necessary for
success,"

4, If a studews makes many changes in his goals during the year, woﬁld

this be rated:as “better" or Worse"? Parents gave positive answers

to this quesiion if fhe goals that the student was currently think-

ing about were consistent with the parents' aspirations for the stu~-

dent. But if the goals were not what the parents thought was

worthwhile, the responses were then negative. For example, if the

student changed his goal from medicine to music, some parents regarded

this as a negative change where others said it was a positive change.
We used the parent's own Jjudgment of better or worse, Keep-

ing these ideas in mind there are. still some interesting compari-

sons that can be made from the data received on the interviews.

Thirty-five parents reported that their child became more clear as
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Question 4 (contd.)

to his goals and direction'during the year. At the same time 41
parents repor rio change during the year. Within the 41 inter-
views the' stau v change, there are students who had goals set
before comiug ' 4sdams and some that have not set their goals. It
is interesting to note the influence that Adams had on the students
that were reported as having changed during the year: 28 out of 35
parents felt that Adams had influenced the change., Of those students
affected by Adams, leading to goal setting, 86% had a positive change.
Only four students were reported by parents as regressing, in their
sense of goals, because of their experience at Adams.

The difficulty of interpreting parent responses to this ques~
tion has caused us to reevaluate this objective for Adams and clar-
ify it. |

Questiion 5

Does your son tak=-:an active interesiiin more things now than
in mwevious years, or ZEwer? For example: previously all he wanted
todm-was work on his wcar. Now he reads different things, tried
out®=or the school play, and has a hobby.

. Tould you give some examples to illustrate this change?

Mhat effect, if any, do you think Adams had in bringing about

thi==rchange in the things he is interested in?

The-fesponses
NATURE OF THZ CHANGE
Better Worse  Same
Adams caused 16 1
EFFECT
OF Adams-had some effect 6
ADAMS |
ON THE Adams: had no effect 2 1
CHANGE '
Don't-know A b4 —

TOTAL 0 6 32
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Question 5 (contd.)

The” Sunmary

One of the goals that Adams worked on this past year was to

spal: - the interests of students into new areas. Thirty-six
parents interviewed reported that they noticed a change in the stu-
denth interests, 32 reported no change frdm earlier years. Thirty
of the 36 students that changed had a positive change. Of the six
with a negative change 5 parents reported that the change was
caused by situations outside of the school and only one parent, out
of 68, felt that Adams had caused the studeni's interests to decrease.
According to parents interviewed that reported a change, Adams af-
fected 61% of tme students and caused a positive change in expansion
of interests.

This question w#® also difficult —o score., This was due to the
parents feelingsrahnntﬁitgms that were oi current imberest to their
children. If the imiewest areas met wit: -oproval of the parents,
he responses were positive, but if the : - of interests had widen-
ed but were in areas that did not meet w ch parénts' approval, the
responses were negatiwve. ,

It was mentioned in a few interviews that the students inter-

ests in a particular area deepened but did not neeessarily expand
into other fields.

Question 6

Have his dress and manners changed? For example: he used
to be well dressed and courteous; now he wears blue jeans and argués
with everyone,

Could you give an example or describe how he has changed?

What part, if any, do you think Adams played in causing this
change?
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_Juestion 6 (contd.)

The Responses

NATURE OF THE CHANGE

Better Worse  Same

Adams caused L 14
EFFECTS
or . Adams had some effect 1 3
ADAMS :
ON THE Adams had no effect 7 1
CHANGE
: Don't know — ) —_
POTAL iz 21 s
The Sammary

Fram the data given in the =imrt abom=== can be seen that 40%

@T the parents interviewed were dfir=satisiimd wz—h their children's
zppearance over the year., Of the 33 studemts wso changed their style
azi tdregs, 21 were reported as worse, and anily 2 showed an improve-
ZEnt, I the opinion of parents. Only fiweparents expresse‘dit'he
f3eding that Adams ﬂeﬂ 1elped to Improve:ithesir chiildren's ideas of
Fpwroprzte school dress. Twemiig-one parents felt that Adams had
saused the: negative change in t@=ir student's dress.

Forty-one parents- reported mo .change im “the student's dress
ar mazmers; this was expressed im both satisfactory and unsatis-
“actery terms,

Two imiteresting notes: Tirst, one parent, who was upset, reported
her smm =s saying “dress_is unimmortant...what is important is what
you *tirink and what you do"; second, anothercparent at Adams was

oleszed that there is "less pressure on parents to keep up with the
&1ite". The difficulty of determining the value of a dress code is

perlutms most succinetly illustrated by these two statements.
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Question 7

Does your son express his ideas and opinions more often now
than he did before? For examp]té: Previously he said very little
about anything; now all at once he wants to talk about the Vietnam
War all the time,

Could you give some examples or describe how he has changed?

What part,' if any, do you think Adams played in causing this

change?

The Responses

NATURE OF THE CHANGE

Better Uorse Same

Adams caused 21 2
EFFECT
OF Adams had some effiect 16
ADAMS
ON THE Adams had no effea— 8
CHANGE
Don't know . 5 2 —
TOTAL 50 L 21
The Summary

An overwhelming change in tie .Ttudents ability to express his
opinions was reported by parent=<wc this question. Sixty-six percent
of the parents interviewed said =t they felt their child had made
an improvement in his ability to =¥mress his opinion. Sixty-nine
percent of the parents that noted z positive change felt that Adams,
with its freedom to discuss topims, énd the ericouragement of the
faculty to help students expressiiEemselves, had been instrumental
in bringing about the improvement.

Only 3% of the parents, thatis 2 out of 75, felt that Adams

had caused a regression in the stmdents willingness to express
himself.
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Question 8

Does he react any differently now when someone disagrees with
him than he did before? For example: Previously he got very amgry
when someone disagreed; now he listens to what otheru nuve to say.

Could you illustrate any changes with examples?

What part, if amy., do you think Adams played in causing this

change?
Tae Respommes
NATURE OF THE CHANGE
Better Worse Same
Adams caused 15 5
or Adams had some effect T 2
ADAMS
ON THE Adems had no effect 1
CHANGE
Dot know 10 5 —
TOTAL. 3 12 30
The Summary

Tolerance armd umderstanding of another's point of view is an
important lesson—<to be learned. From the interviews with parents it
wam found that U of the students had dbecome-more tolerant of others
when there was a rconflict:over a point-of view. Of the 45 parents
that stated they had observed a changs, 64% felt that Adams -in-
fluenced the change. Only 7 students mappeared to have less toler-
ance because of their experience at Adams. '

Thirty parents repmrted that they: had not noticed a change.
This 40% of the studemts would include both students who were toler-
ant of others as well =s those who were -intalerant before caming
to Adams.
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NOTES

It is necessary to inelude a Tew pot., .uat deal with areas men-
tioned by parents which were not covered by interview questions.
The tone and nature of responses deserves comment and will give
clarification-to some of the answers given by parents.

At the emd of -the notes there are a series of favorable quo-
tatims coilecnied whixh indicate a further range of interesting per-
ceptions on Agfams,

1., The structure, emrriculum and ideas of freedom wiere criticized
on approximateEly 30% of the interviews. A typical response was

the feeling by parents that students were too young, especially the
freshmen, tc hamdle the free time at Adams, that students enjoyed
the lack of pressurs and consequently did not try to learn or

work. Because tthe school was not pushing the students with strong
direction and not using tests, books, and '"normal" courses, students
would not get a good education; in particular, they would not get

into college.

2. The need for "law and order" was expressed oﬁ 20 interviews.
There was a feeling that students were too immature to be allowed

to move about the school and park without rules, that studemts
really wanted rules and that without the rules, the students did not
kmow how to behave, Students must be required to attend classes and

parents must be notified if students are missing classes.

3. Four interviews expressed the feeling that there was more oppor-
@ity at Adams than at other schools. The reasons seemed to be from
4wo areas: one, that the school encouraged students to become in-
walved in actiwvities, and two, that there were fewer students en-

molled, thus lsase competition.

k., Prom 37 other imterwiews there wewe statements of praise and

support for-iige program at Adams. The freedom allowed for student
growth, helped iin the awmreness af. the problems of society, enabled
the students t» gain a better seff-wumcept, and encouraged students



to become vocal and less amotional in expressing their opinions.
This was attributed to a number of things: one, the atmosphere of
the school was friendly; two, the students were respected by the.
teachers; and three, the teachers worked to develop a relationship
with the students that helped the students grow and become inde-
pendent,

5. Four parents expressed the feeling that the Adams program actu-

ally helped their teenager to mature and become a young adult.

6. On six interviews, parents expressed some teachers were dress-
ing as sloppy as the students. They felt teachers should set an

example in their dress for the students to follow.

7. The desire for closer working relations between the school and
the parents was expressed on eight interviews. Earlier notification
from teachers that a student was having diffiewlty in class, in- )
stead of waiting until it was too late, was requested. Paremts
want to be notified whem :students are missing classes. A few
parents remarked that feachers did not returnm telephone calls or

make efforts to contact parents.

8. Only four parents said that they would transfer their students
to another school next year. They felt their sons and daughters
would not get a "good" education at Adams; the area that was singled

out to be weakest was mathematics.

9. The issue of race problems was mentiomed on seven interviews,
(Note that there was no question that asked for a response dealing
with racial issues.) Three parents were ewncermed that black stu-
dents were "suppressing white students.™ White girls were afraid
to walk in the haTls, in the park, and to enter restrooms from fear
of black students. Two parents added thazt the "black leadership”
had caused a lot of trouble for the school this year. One parent
said that she_feltﬂﬁhat white students gm& all the "good!" classes.
Only one parent expmessed the feeling th=t h e » son had progressed
in his understancing of some of the problems of minarity groups and

had become -~willimg to work to overcome. prejudice.
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Below are 14 quotations from the parent interviews that are en-

couraging and exciting signs of progress:

1.

12,

I feel Ldams, with it's method of free and apen discussion en-
couraged, was responsible for our son to owerwmme shyness and
bashfulness.

I think the teachers at Adams strive to hzw= the students ana-

lyze situations~--they are more open in their mttitudes.

The grading system at Adams is more relaxedsand-mot as strin-
gent as at other high schools he attended. o pressure about

grades.

Our daughter who had been a good student imgrade: school and
then "turned off" during first two years of“high school...this
has been the most positive school éxperiencz; The interest of
the teachers, informality of the structure hms encouraged and re-

newed her interest in school.

~

The atmosphere of Adams has enabled her to =mjoy school-~did not

in previous school.

She had unhappy and bad experiences in two cther high schools...
she likes fdams because of different attimmee o part of faculty
making for better relationships between studewm= and teachers.

Adams showed that "they" cared about our sorm-.
Adams has helped...teachers seem to relate to - students.

Adams has taught the ability to "want to lemm.™

Happier in school...basically not having sduratirmr crammed down
her throat. More relaxed approach to teaching,

Our son was trained at heme to have responsihilitgzand Adams
has allowed him the opportunity to make decisions..

Family always has had discussions over ‘her troublz=s. Now a new

element, "why", has been added,



13. (Adams has helped)... by letting the students be on their own,

making him responsible for his learning.

14, Friendliness of school contributed...teachers took a more per-

sonal interest in her.
CONCLUSION

Because of the degree of care exercised to protect the random
sample and the high likelihood that the results of the interview are
true of the total idams student population, it can be concluded that
there has been a positive growth and improvement in the behavior of
students as observed by parents. Two important issues are raised
with this conclusion. First,'did the change result from the students
experience at Adams or was it a normal growth pattern associated with
adolescence? We have only the parent's judgment. Sccond, how does
the behavioral change of Adams students as expressed by parents com-
pare to views of parents of students in other Portland high schools?

We intend to conduct a similar interview with Adams parents next
year to compare and measure the behavioral change that has taken
place during the two years of the school's operation. To help an-
swer the issues raised above, it is suggested that a random sample
of parents from other Portland higﬁ schools be selected and inter-

viewed to provide comparative data for the Adams study.
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THE ¥VALUATION OF PUPILS

'CHOICE CF CREDIT-NO CREDIT VS. GRADES'

A1l Adams students had the option of faking their courses either
for a letter grade or simply for credit. The majority of the teach-
ing and administrative staff believed that an evaluation system
based upon Credit-No Credit rather than letter grades was prefer-
able for sound educational reasons. For example, we feared that some
students wouléxvalue'maintaining high grades more than satisfy-
ing intellectual curiosity. These students might avoid stimulat-
ing but demanding courses, fear to risk their grade by trying some-
thing new, or frantically work to raise a C+ to a B-, rather than
work to increase understanding. In short, we believed that an eval-
uation system based on Credit-No Credit would tend to stimulate in-
terest in learning as an intrinsically rewarding activity. However,
we were aware that some students and their parents, for a variety of
reasons, might feel more comfortable with the more familiar letter
grades. We also knew that some colleges put a great deal of emphasis
upon a student's grade point average, although we hoped‘to persuade
them to give equal consideration to students without-grades. There-
fore, we made it possible for students and parents to choose the sys-.
tem by which the student would be evaluated; that is, Credit-No
Credit; or Grades (4,B,C, No Credit). '

The term Credit indicated that the student had successfully ful-
filled the obligations and responsibilities that he undertook when he
enrolled in the class, In some areas these obligations were nego-
tiable, whereas in others the obligations and criteria for success
were firmly set by the teacher at the outset of the course. The term
No Credit indicated that a student had not yef fulfilled his obliga-
tions in a class, but could receive credit as soon as those obliga-
tions were met, It is important to understand that No Credit did
not mean that the student had failed the course; but rather, that for
any number of reasons, for example, poor health, lack of effort, drop-

ping of the class, the student was in the process of completing, but
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had not yet completed course requirements.

Problems Related to Credit-No Credit Chioice

Other high schools, both in and out of Portland, generally re-
quired letter grades to accompany Adams students transferring to them.
Also students were allowed to change their original choice once be-
fore the end of the semester, For these reasons, even though a stu-
dent had chosen Credit-No Credit, grades were maintained for him.

Some teachers felt that this tended to undermine the spirit of the
Credit-No Credit evaluation policy, as theyAwere forced to continue
to think in terms of letter grades.

VWith the first class tb graduate in the spring of 1971, the prob-
lem of college admission will become critical. Ve have initiated cor-
respondence and discussion with college admissions cfficers on the
issue of acceptance of students with Credit-No Credit evaluations.

To date,'the response has been mixed: colleges in the Oregon state
system, and several others (particularly "prestige" cplleges), have
indicated that the lack of a GPA will not adversely afféct'the Adams
students' chances of admission. Some have said they would rely hea&i-
ly on college board examinations, counselor recommendations, or other
indices in lieu of a GPA, College bound students were advised that
letter grades were usually a prudent choice, especially if they fore-
saw need for financial aid.

We were interested in finding out which students, and for what
reasons, selected Credit-No Credit rathér than grades, and how these
choices weré distributed among departments. A survey revealed the.

following data.



sesults

GRADING PREFERENCES OF STUDENTS
IN PERCEMTAGLS
GENERAL, EDUCATION VS. ELECIIVES

Overall Freshmen  Sophomore Junior

i

CR GR CR GR CR GR CR GR

Electives 48 52 oy 56 46 54 57 43
General Education 55 45 50 60 53 47 64 36

* TOTAL 50 50 45 55 I8 52 59 41

GRADING PREFLRENCES OF STUDENTS BY DEPARTMENT
IN PERCENTAGES

Department Overall Freshmen  Sophomore Junior

CRR GR CR GR CR GR CR GR

Foreign Language |27 |73 | 3 | 69 | 23 | 77 |27 | 73
Science 33 67 25 75 36 6l 38 62
Physical Education 4o 60 4 57 35 65 14 86
Home Economics 4y 56 45 55 ho 60 50 50
English | 51 49 43 57 52 48 48 52
Business Education 51 49 40 60 53 47 59 43
Music 52 48 (Music makes no distinctions by

class)

Art 67 {331 79 | 22 | 70 | 30 {100 0
Work Experience 69 |z | 43 {57 |41 |59 [8 | 1

Interpretation of Findings

i'hile the overall distribution of letter grades and Credit-No
Credit choices was equally divided, the trend was away from letter
grades among older students. While 55% of the freshmen preferred
letter grades, only %1% of the juniors chose letter grades.

There was wide variation among departments in the percentage of

students who chose Credit-No Credit rather than letter grades., In the




110

Physical Zducation department, for example, the overall trend was reverser
60% of  freshmen, but 86% of juniors, chose letter grades. At
all grade levels, students chose to be evaluated in Physical Educa-
tion by letter grades more than Credit-No Credit. Music and Art stu-
dents chose Credit-No Credit over grades, with 100% of the juniors
in Art classes choosing Credit-No Credit., The Foreign Language de-
partment had the highest percentage of students choosing letter grades
(73%), and the York Lxperience department had the highest percentage
choosing Credit-No Credit (69%).

These variations suggest several hypotheses:
1. Students may have chosen letter grades in subjects in which they
felt fairly confident of success. Juniors who elected Physical Edu~

cation, for example, may have been those with high degrees of athletic

prowess.

2. Students may, in some cases, have been strongly influenced by
teachers, one way or the other. Unanimity of choice in one class sug-

gests teacher influence,

3. Some departments may have high enrollment of less able students,
who might tend to avoid a letter grade. The high percentage of Credit~
No Credit choice made by students in the Work Experience program might

be an example of this.

4, Other departments may attract a high enrollment of academically
talented students who might prefer letter grades. The courses tra-
ditionally taken by the college bound student, such as Foreign Lang-

uage and Science, could be examples.

5. There may be a relationship between student ability and the choice
of grades versus Crasd: 2-N- “pedit.

The data pres#i. . cw;-. only raise these speculations; they are
insufficient to provide ti. basis for any conclusions. M »ther in-

quiry into the functioning of the evaluation system is planned.

REASCNS FOR THE RECEIPT OF NO CREDIT

In the usual sense of the word, No Credit is not a grade--it




is simply an indication that credit has not yet been earned in a
particular class. Since a student may not fulfill his credit re-
quirements for any number of reasons, and because the receipt of No
Credit does not brand the student as a failure, it was predicted
that teachers would tend to give more No Credit evaluations to indi-
cate noncompletion of course requirements than they would if re-
quired to give an "F'*. Therefore, No Credit could be predicted to

be a more accurate indicator of insufficient performance than failure
grades in other schools.

in analysis of the reasons that students received No Credit
might indicate whether these hypotheses had validity, as well as pro-
v.ide information about how these students could be more effect-
ively helped.

Teachers were asked to give reasons why students in each of
their classes received No Credit. The form provided for this purpose
asked teachers to check one or more specific reasons why no credit
could be given, to check the underlying problems‘the teacher felt
had affected the student's performance, and to recommend ways of
helping the student overcome these problems.

When the reports were returned and the data interpreted, it be-
came apparent that the Physical Iducation department represented a
unique situation., Extremely large numbers of students had received
Mo Credit, and the reason given in almost every case was class non-
attendance. Because the numbers were great enough to distort in-
terpretation of the No Credit data as a whole, the Physical Education
data are not presented here.

The number of reports here interpreted was 283; 187 from elec-
tiwe courses (except Physical'Education) and 96 from General Education.
These 283 reports dealt with 199 different students. Overall, 7.8%
of students ¢ld selve “%it; elective teachers gave No Credit
to appfax.matei, i+ of their students, and General Education teach-

ers to approximately 7.9%.
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rezsons given for the receipt of 1o Cr=dit ireres

tlectives General Zducation

Class Attendance hog h6g

to Complete ijoric EPX 30;.

P Zarticipation in Class 1hss 155
Jther Reasons) 135 9%

wzn be seen, there was no maJjor difference between the elec-
I -zg and the required course; General LEducation. Almost half
of receiving no credit did so because their class attendance
was - -

inferences for the underlying causes were summarized thus:

Electives  General Educztion

- »lling to Try 125 11%
. apacity to Work Independently 12 9%
G le to Resist Attractions of the
"ark, the Halls, etc. 21% 208
Was  Little Interest in the Subject
" ~tter in the Class 13% 142
segzms to Have No Interest in School 7% 1293

.t Other Inferences (None more
than 5%) 350 7l

Again there was almost no difference between the elective courses
and General Education.

Teachers were asked to make specifie recomrmendations for the
best way to deal with each of the students who received No Credit.
It was anticipated that if teacherd recommendations fell into a small
set of categories, it would guide the implementation of new proce-~
dures for reducing the number of students who were doing inadequate

work.
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The recormr=mdztl ar.. did Z211 inte - . -= major cxziegories:

eertives  General rducatisn

Family Couns=iing 1653 17
Put On Close Attendance Check

Barly Next Year ' 35% 2kss
Needs More Teacier Direction 244 30%
i11 other Sumgestions 250 265

i 'éli;ecj:fic =ziZimms have been taken Z=r tlze school year 19706-
~971 based on tiz=sme recommendations. THhe orndy major difference seems
<0 be that Genex=l Education teachers tendec: to blame themselves, in-
Jdicating that ths student needed more direcz=fon _than he got. They
were not so bothzred by poor attendance. TElective teachers, on the
other hand, either were more bothered by poor attendance or regard-
:d compelling the student to attend as a more effective way of deal-
=ng with the problems of their No~Credit students.




“me treinims Drogram at Liams Eigh Zchool Zr The firss weasr T
"TT Lon was & very zmbitious w=. We imd commrzcts for immimrmies -
—reements T~ Train from Iiwe differemt teaczer training crgans
53 Portlznd “caze, Oregan State and Hzrwmerd Universitdies:
Tooxno and Clark ancé Ze=d Colieges. As part o these contrars= foo
=z, .ng we had a g=nd total o =leven Joir =ppointments amomg - he

=== members u=f cur staff.

spproximately nimety inc¢ivirmals had al:l or part of their tr=in-~
ing within Adams High Zchool. THrs rumber w11 increase t0 zZmprozi-
ety 115 individuals dn the: yezr 1970-71. agcher trainees, both
=wugeri teachers: and imfiern t=arhers, maks wp the vast majority of
#he 70 we had im training this past year. I- addition, we had a
smzXl mumber of socizl work traimees, counseling tirainees, and pre—
gturst~teaching "students in residence" withim the vocatiomal edu—

catiogn areas,

FFOFRALLY FUNDED TRATEING PROFECTS

“le were exivemely fortim==te in having twe federally funded
projects emanating—from the -uecations Professions Dewelopment Act
aff 1767 to help lammch our imitial year of training sm® instrmetion.
(e of these projer=s was comeedived to help train the staff tm open '
tie srhool. The s=rond project-enabled us to wmdertakes the Portland
Weber Teacher Eduecamtion Project, a program for traiming teachers who
wavpld be suceessful om dealdmy with disadvantaged stadents. This
was hased at Adtems High Scleol, but affected four otirer Portlamd hwigh
geimails, These ime projizcts twgresemted somewhat betier than (290,000 _
of outiside Lfummiime,
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For our second year of operatiom = -tizipate a significant
increase in the number of outside fur=: Pirovzs,., We have a second
grant to enable us to continue thz Pcotlian! T -wzn Teaczher Tducation
Project in much the same form as was —r=lwier. "ni in the first year
of operation. In addition, we have = weccnd © "24 Project which is
enabling Adams, as well as the Portsmre—h [lZ::.°%: Schooll, +o train
a nmumber of individuals for specialize: and = Zeremtiatted school
roles during the summer of 1070 and trz.uflsy  the azzademic year of

'70-'71. These two projects account £ w7 ximately 3170,000.

Training projects which are fundec - . mwitere, but which will
have an effect on our training function. -«i¢ilude one through Teaching
Research, Monmouth, Oregon, which allows we “to experimemt in the
development of protocol teaching materiz..s. 1\ second, centered at
the University of Oregon, uses Adams as a sitsz for a Teacher Corp
Training Program. A third, through PorzlamZ State University, will
use Adams as a gite for training school =mes=l workers. Proposzls
for additional federal money are in the 3f%:mg and prospects seem
quite high for additional funding throughomt our second operational

year,

STRUCTURAL, PERSONNEL, AND ROLE CHANGES FSE THE SECUND YEAR

Quantitati\fely we excelled in numbe-:: of tr=inees, programs
undertaken, joint appointments, con{:ract's with treminimg institations,
and outside funding. Qualitatively we lagged: we labored under in-
adequate supervision of training experiemees and poor coordination

of training with research and instructior..

The most significant change for traimimg inm cur second year of
operation is the reorganization of trainimg, weseamrch, development
and dissemination into the clinical divisdon of Adams High School.

The clinical division will be one of three diwdsions of Adams for

the second year, the other two being the ative and the in-
structional divisions. All training, research, amd development work

will be headed by the Director of the Climical Division, and approxi-
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motely twelws TOE vl be ol in this e Mgt
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During the firr— yez— =7 Tmoration responsiti 27 for the ~1lin-—

[ g —

Zeal surcrvision ¢of T=imssr  oowh interms andd tmesmT teachers, ws
spread zceross thres pistimri — Efferent roles: ZT two coordinatc.
of teacher education. the fair curriculum azssccizzes. and the eight
team lezcders. Dur first =ar'’'s =xperience mace .3 mzinfully aware
that clinical sopervisior .is ot properly cons i it is one of many
responsibilities of z ver— busy Troup of imdividvils. Therefore,

an addizional modificswiaon in the training orgarnczatizm for the
second year i1s the inTroczetion of a clindiwal ww-ervisory role. Dur-
ing the second year we will have one half—fime zzd Two three-quarter
time clinical supervisors within General Lducz—dor, =nd a haif-time
suparvisor in the vocationzl education areas. In artier to enable
these individusgils to gain the necessary experizmr« =nd 3kills %o
perform their roles, we conducted a supervision worissham during the
summer, closely allied to z program for trainir” +the Portland Urban

Teacher Educa=ion Project imterns.
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